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ABSTRACT
Leading for Excellence: Behaviors and Strategies of Assistant Superintendents of
Curriculum and Instruction That Support a High-Achieving School Environment
by Robert Sherlock
Purpose: The purpose of this explanatory mixed-methods study was to determine the
degree of importance for the 12-step principles proposed by Harvey et al. (2014) to create
a K-12 school environment that fosters high student achievement as perceived by public
school assistant superintendents of curriculum and instruction (ASCIs). A secondary
purpose was to explore and describe the leadership strategies for implementing the 12step principles proposed by Harvey et al. (2014) to create a K-12 school environment that
fosters high student achievement as perceived by public school ASCIs.
Methodology: This explanatory mixed-methods research design used qualitative and
quantitative data to analyze two research questions regarding the 12 principles that foster
an environment of high student achievement in K-12 schools. Through purposeful
sampling, the researcher selected five ASCIs. The results of the qualitative interview
helped elaborate and explain the data collected from the quantitative survey, giving the
study both depth and breadth.
Findings: All 12 principles were perceived by ASCIs to help create an environment
fostering high student achievement. The following principles in the quantitative findings
were rated most critical by ASCI: flexibility and resilience, focus on learning and
academic rigor, communication, high expectations, vision and values, and strength of
teams. Qualitative results found the following strategies reported by ASCI in the highest
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percentages: strength of teams, collaboration and shared decision-making, embedded
professional development, and vision and values.
Conclusions: The conclusions reached from an analysis of survey and interview data
included the importance of all 12-step principles, involving all stakeholders, aligning
vision and values to student achievement, conducting relevant professional development,
having strong teams, and being flexible and resilient as being highly successful at
supporting the creation of an environment that fosters high student achievement.
Recommendations for Action: The researcher recommends ASCIs begin with getting a
baseline of leadership strengths and potential growth areas by taking the Leading for
Excellence survey. Other recommendations include ASCIs involving all stakeholder
groups with decision-making, focusing on all students when discussing learning and
academic rigor, and building and supporting strong teams at the district and school level.
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PREFACE
Following collaborative discussions regarding high-achieving public schools,
seven doctoral students in collaboration with faculty researchers developed a common
interest in investigating how K-12 educational leaders create an environment that
supports high student achievement. This resulted in a thematic study conducted by a
research team of seven doctoral students. This mixed-methods study was designed with a
focus on Harvey, Drolet, and DeVore’s (2014) Leading for Excellence 12-step program
to attaining high student achievement: strong leadership, establish a culture of high
achievement, vision and values, high expectations, love and passion, focus on learning
and academic rigor, embedded professional development, academic achievement and
assessment for the 21st century, strength of teams, collaboration and shared decisionmaking, communication, and flexibility and resilience. The purpose of this study was to
determine the degree of importance for the 12-step principles proposed by Harvey et al.
to create a K-12 school environment that fosters high student achievement as perceived
by public school assistant superintendents of curriculum and instruction (ASCIs) in
Orange County and Riverside County. In addition, a secondary purpose was to explore
and describe the leadership strategies for implementing the 12-step principles proposed
by Harvey et al. to create a K-12 school environment that fosters high student
achievement as perceived by public school ASCIs in Orange County and Riverside
County.
Educational leader participants were selected by each member of the thematic
research team from various public K-12 school districts in California to examine the
degree of importance of the 12 principles these site leaders used. In addition, the
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researchers also examined the leadership strategies used for implementing the 12-step
principles at the school sites. The researcher then administered a survey to five ASCIs to
determine the perceived degree of importance for implementing the 12-step principles as
proposed by Harvey et al. Next, the researcher interviewed the same five ASCIs to
determine what leadership strategies helped them to establish a culture of high student
achievement. To ensure thematic consistency and reliability, the team cocreated the
purpose statement, research questions, definitions, interview questions, survey, and study
procedures.
Throughout the study, the term peer researchers was used to refer to the other
researchers who conducted this thematic study. The peer researchers conducted
individual studies of school site implementation of the 12 principles using the same
methodology as this study for the following populations in California K-12 school
districts: Kristen Belknap, urban elementary school principals in Fresno and Tulare
counties; Reyna Garcia, elementary principals in San Bernardino County; Allison
Hernandez, elementary Title I principals in Fresno County; Khaled Khaled, high school
superintendents in Sacramento County; Atikah Osman, urban high school principals in
Orange and Los Angeles counties; Amy Parangan, elementary principals in Solano,
Napa, and Sonoma counties; and Robert Sherlock, assistant superintendents of
curriculum and instruction in Orange and Riverside counties.
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CHAPTER I: INTRODUCTION
Finding the secret to creating a sustained level of high student achievement has
been explored since the first public school opened in the United States (National
Geographic, 2013). Research has been conducted on what affects high student
achievement in schools, with the teacher being the highest influential factor outside of
student variance (Hattie, 2003; Stronge, 2018). Researchers investigated other potential
factors that influenced student achievement beyond the student and teacher and looked at
the effect school leadership had on achievement (Bass & Avolio, 1993; Bossert, Dwyer,
Rowan, & Lee, 1982; Hallinger & Heck, 1998; Hallinger & Murphy, 1986).
Notably, during the 21st century, researcher Robert Marzano (2007, 2010)
investigated relationships between student learning and variables present in schools that
led to increased student achievement. In their seminal research, Waters, Marzano, and
McNulty (2003) examined 21 leadership skills and their effect on student achievement.
This research shined a spotlight on what effective leadership in education looked like
based on an extensive collection of data on student performance. One can begin making
connections to the characteristics and capabilities needed by principals and district
leaders to create environments that foster student learning by looking at the data collected
and the type of school environment that promotes student learning.
Investigating the relationship between K-12 leadership charactierics and student
achievement is not a new concept. Although research started in the 1960s (Hallinger,
2011), it was not until the 1980s that researchers used methodologies that investigated the
indirect effects leaders had on high student achievement (Hallinger & Heck, 1998;
Leithwood, Begley, & Cousins, 1990). Before this research, the extent of school leaders’
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influence on student achievement was mixed (Pounder & Ogawa, 1995). Researchers
started looking at types of leadership style, from an instructional manager (Bossert et al.,
1982) to a collective leadership style (Waters et al., 2003) to analyze the influence of
leadership on student achievement. Also, a number of variables, such as school and
district culture, socioeconomic status, and current achievement levels, influenced the
effectiveness of different leadership styles on a student population (Day, Gu, &
Sammons, 2016; Leithwood, Louis, Anderson, & Wahlstrom, 2004).
Research conducted by Harvey, Drolet, and DeVore (2014) looked at specific
principles that create school environments that lead to increased student achievement.
Creating an environment that fosters learning produces a stable platform where high
levels of student learning can occur. In addition, a student learning environment provides
a suitable place where future transformational change can happen. It is necessary to look
at strategies by Harvey et al. (2014) to determine which are most effective in cultivating a
positive learning environment.
The need to increase student achievement in the United States is at a critical point.
Results from the Program for International Student Assessment (PISA) have illustrated
how far the United States lags behind other countries in science, math, and reading
scores. According to 2015 data, countries scoring significantly higher than the United
States are the following: 17 countries score higher in science, 35 countries score higher in
math, and 14 countries score higher in reading (OECD, 2016). Current leadership
practices need to be evaluated for what effective leadership looks like at both the district
and school levels to guarantee student success at the school site level. This will lead to
increased student achievement for all students. The evidence strongly suggests that
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leaders who exhibit specific characteristics have a significant effect on student learning
(Hallinger & Heck, 1998; Leithwood, Day, Sammons, Harris, & Hopkins, 2006;
Marzano, Waters, & McNulty, 2005). Since the school leader is second only to teachers
in his or her ability to increase student learning (Day et al., 2016; Hallinger & Heck,
1998; Leithwood, Harris, & Hopkins, 2008), it is essential to start with a district leader
who can influence not only teachers but principals as well.
Background and Theoretical Foundations of Leadership
The claim, “School leadership is second only to classroom teaching as an
influence on pupil learning” from Leithwood et al. (2008, p. 3) has been cited in a
number of studies (Dutta & Sahney, 2016; Goddard, Goddard, Eun Sook, & Miller, 2015;
Marfan & Pascual, 2018; Tan, 2018). A comprehensive review of data from the findings
of many studies determined this claim (Hallinger & Heck, 1998; Marzano et al., 2005;
Schfurich, 1998). Hallinger and Heck (1998), Marzano et al. (2005), and Schfurich
(1998) looked at both the direct and indirect influences a school leader has on increasing
student achievement.
It is important to examine the strategies school leaders use to achieve a highachieving school environment. A school leader's primary role is to create a safe
environment where students can learn to their fullest potential. This is a hefty charge for
leaders. It requires cooperation from all stakeholders, open communication, and staff
with high student expectations. Much research has been conducted on the essential skills
and practices school leaders need to possess to increase student achievement.
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Instructional Management Theory
Instructional management theory, developed by Bossert et al. (1982), serves as a
framework to explore effective management in education. Instructional leaders manage
the curriculum and instruction occurring in schools (Hallinger, 2011). Further, influential
instructional leaders encourage teachers to reflect on their teaching practices and create
professional growth opportunities for their staff (Blase & Blase, 2000). School leaders
who work with teachers on their instructional practices positively affect student
performance (Leithwood et al., 2004). To this day, instructional leadership is the most
common type of leadership style in schools (Dutta & Sahney, 2016).
Transformational Leadership Theory
Transformational leadership theory has direct implications for school leaders who
want to build a school culture from the bottom up (Kellar & Slayton, 2016).
Transformational leaders change their culture by looking at common assumptions, values,
and norms (Bass, 1985; Bass & Avolio, 1993). Through a collaborative approach, school
leaders establish common school goals and a vision that stakeholders can get behind and
support (Dutta & Sahney, 2016). Ultimately, transformational leaders build the
leadership capacity within the school by supporting individual team members who
support the school’s vision and goals (Marks & Printy, 2003).
Leadership Effectiveness Theory
Adapted from Pitner (1988) as a model to examine the principal’s impact on
overall school effectiveness, Hallinger and Heck (1998) looked at five models, including
direct effects, mediated effects (indirect), and reciprocal effects, showing the principal’s
influence on school academic effectiveness. They analyzed 15 years of research
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exploring the connection between school leadership and student achievement and found a
small, yet significant, indirect effect between principals and increased student
achievement (Hallinger & Heck, 1998).
Theoretical Framework
Research from the past 30 years supports the claim that school leadership
influences student achievement. Research shows that different types of leadership
styles—instructional and transformational—influence student achievement in different
ways. The way leaders influence student achievement—directly, indirectly, or
reciprocally—has been researched as well (Heck & Hallinger, 2010; Robinson, Lloyd, &
Rowe, 2008). Specific leadership responsibilities and their influence on student
achievement have been documented extensively by Waters et al. (2003).
Harvey et al. (2014) proposed a 12-step framework regarding leadership
principles needed to increase student achievement in a K-12 environment. Creating an
environment that fosters learning produces a platform where high levels of student
achievement can occur. In addition, this stable platform provides a suitable environment
where transformational change can happen. Exploring the strategies to create the highachieving environments proposed by Harvey et al. (2014) is necessary to help school
leaders to know which variables suggested are most effective at producing a positive
student-learning-based environment.
Strong Leadership
A variety of principal characteristics found in the literature create an environment
for increased student learning (Kellar & Slayton, 2016; Shen, Ma, Cooley, & Burt, 2016;
Tan, 2018). Common among the literature for effective characteristics is establishing
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trust, having high expectations for teachers, building healthy school communities and
relationships, and emphasizing curriculum and instruction (Kellar & Slayton, 2016; Shen
et al., 2016).
The style of leadership is an important factor for school leaders in increasing
student achievement. Literature supports the combination of an instructional leader and
transformational leader being most effective at indirectly increasing student achievement
(Marks & Printy, 2003; Robinson et al., 2008; Shen et al., 2016).
Establish a Culture of High Achievement
Research strongly suggests that schools with a culture of high achievement
produce more productive learning environments (Goddard et al., 2015; Marks & Printy,
2003; Tichnor-Wagner, Harrison, & Cohen-Vogel, 2016). Both students and teachers
need to have a positive perception of high achievement. Leaders must build trust to
influence school culture, which will result in teachers producing a trusting classroom
environment for students where students feel safe and a positive culture can exist
(Robinson et al., 2008).
Effective leaders at high-achieving schools know the components of a robust
student-centered culture. Goddard et al. (2015) and Louis, Dretzke, and Wahlstrom
(2010) included descriptors like differentiated pacing and classroom management, along
with creating a culture where all staff have high academic standards for all students.
Leaders make these elements an expectation in the classroom and utilize both shared
leadership and instructional leadership to effectively change the school culture (Louis &
Wahlstrom, 2011). The school leader reinforces these expectations and creates norms
that all need to know and follow (Tichnor-Wagner et al., 2016). This involves effective
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communication from the school leader to all stakeholders to ensure a consistent message
about the student-focused culture.
Vision and Values
Shared vision and values are elements that effective school leaders establish and
share with all stakeholders, including students (Hallinger, 2011). Many researchers agree
the characteristics of an effective vision include promoting positive values, personal
growth, good work habits, and learning skills (Day et al., 2016; Hallinger & Heck, 1998).
School leaders who create a shared vision and values have a positive influence on
teachers’ expectations of students (Hallinger & Heck, 1998). Leaders who produce
positive student achievement through a shared vision demonstrate the results of both
direct and indirect instructional leadership (Marks & Printy, 2003).
Goal setting is important to include in school values. Robinson et al. (2008)
found that leaders who help facilitate teacher goals increase student achievement.
Although an indirect effect of school leadership, goal setting has been shown to motivate
teachers and increase their happiness and enjoyment at work, which translates to an
improved positive culture in the classroom and, ultimately, higher student achievement
(Leithwood et al., 2004). In addition, Louis and Wahlstrom (2011) found that a healthy
school culture motivates both students and teachers to achieve their goals.
High Expectations
The belief that all students can learn is a shift in education seen at both the federal
and state levels with the advent of legislation such as No Child Left Behind (Reed, 2016)
and more recently with the Every Student Succeeds Act (Kellar & Slayton, 2016).
School sites that have rigorous standards for all students, quality instruction, and a culture
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of collective responsibility of supporting students are more likely to meet the needs of all
students (Goldring, Porter, Murphy, Elliott, & Cravens, 2009).
School leaders have an indirect effect on increasing student achievement through
demanding high student expectations from all staff. Teachers set rigorous goals and
develop an inclusive classroom culture, which leads to higher student achievement scores
(Hallinger & Heck, 1998). School leaders work with staff on creating effective goals,
effective classroom environments, and appropriate instructional strategies to ensure that
all students learn and all staff have high expectations (Leithwood et al., 2004). Research
compiled by Hallinger and Heck (1998) showed that significant student achievement
occurred in schools with a low socioeconomic student population and where the school
staff had high expectations for students.
Love and Passion
Leaders who focus on building positive relationships create a foundation for a
strong community (Louis, Murphy, & Smylie, 2016). Researchers found that school
leaders must be directly involved to develop a sense of community in schools (Day et al.,
2016; Robinson et al., 2008; Tichnor-Wagner et al., 2016). This sense of caring and
passion by school leaders changes the culture of a school to be more inclusive, which
results in teachers focusing on students who would typically fall through the cracks
(Louis et al., 2016). This indirect effect of the school leader, coined the theory of caring
principal leadership by Louis et al. (2016), helps support all students.
Being effective in love and passion, according to Harvey et al. (2014), includes
establishing effective work relationships. A number of seminal authors agree that
relationship building is a critical aspect of leadership (Bossert et al., 1982; Leithwood,
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1994; Ogawa & Bossert, 1995). Leaders directly increase their effectiveness by utilizing
human resources, such as responsibility and commitment (Hallinger & Heck, 1998;
Leithwood et al., 2004).
Focus on Learning and Academic Rigor
A school leader who is focused on learning and increased academic rigor requires
the establishment of a culture of student learning that addresses the achievement gap.
Tan (2018) found that principals can positively affect student achievement for
disadvantaged students by providing instructional leadership that empowers teachers to
address the achievement gap in their classrooms. Schools with high academic
achievement were found to focus on developing a culture of learning and creating a
supportive work environment (Marks & Printy, 2003). Once a culture of student learning
is established, staff can work as a team to increase student learning for all.
Embedded Professional Development
To have useful and meaningful professional development leading to increased
student achievement, teachers must feel comfortable learning new things and know where
they struggle in curriculum development and delivery. Effective leaders build a sense of
trust to encourage reflective teaching and provide professional development to meet the
needs of teachers (Blase & Blase, 2000). For a leader to support teachers’ professional
growth, he or she must spend time in classrooms and help teachers coordinate their
instructional programs (Hallinger & Heck, 1998). Also, professional development where
school leaders lead and participate creates a culture where all staff share a collective
investment in raising student achievement (Leithwood et al., 2004; Robinson et al.,
2008). This helps to create an entire school community of learners.
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Academic Achievement and Assessment for the 21st Century
Effective principals give authentic feedback to teachers that focuses on classroom
instruction and behaviors, is honest and specific, and comes from a place of caring about
student learning and teacher growth (Blase & Blase, 2000). The use of frequent
observations and the inclusion of data to make decisions on additional support for staff
were found in schools with high student achievement (Day et al., 2016). Williams, Kirst,
and Haertel (2005) found that high-performing schools had consistent grading practices,
aligned curricular pacing, and clear expectations from both the district and site leaders.
In addition, they found that high-performing schools used assessment data to help
improve instruction.
The Strength of Teams
Hattie (2015) determined that collective teacher efficacy, the belief that school
staff can positively affect students, is a powerful indicator of student achievement.
Collective efficacy has also been found to be a valid indicator of overall school
performance (Goddard et al., 2015). It is important to know the characteristics of highfunctioning teams and then to establish them with school teams. These characteristics
must be communicated to teachers and supported and reinforced by school leaders.
Through the use of professional learning teams, appropriate goals and specific strategies
develop that will increase student learning. Research shows that merely having these
teams does not lead to increases in student performance (Tan, 2018). Effective schools
have strong teacher teams that meet regularly. During meetings, teachers collaborate
around instruction, ensuring that all students learn (Tichnor-Wagner et al., 2016). Also,
high-achieving schools that have high-functioning professional learning communities
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(PLCs) have a strong culture of trust with the principal (Tschannen-Moran & Gareis,
2015).
Collaboration and Shared Decision-Making
Effective collaboration and shared decision-making rely on school leaders to
empower stakeholders, focus on academic improvement, and reinforce effective teacher
collaboration. School leaders who impact student achievement involve a variety of
stakeholders, including both teachers and parents, in the decision-making process
(Hallinger & Heck, 1998; Tubin, 2015). In addition, when school leaders specifically
promote teacher collaboration centered on instructional improvement, the teacher’s
influence will result in positive student achievement (Goddard et al., 2015). Leithwood
and Mascall (2008) cited evidence showing that collective leadership has a minimal
impact on teacher capacity, and that the impact on students contains mixed results.
However, Leithwood et al. (2004) argued that teacher participation in decision-making
showed “potentially powerful determinants of student learning” (p. 13). Their research
also looked at collaboration with parents with these findings. Research suggests that
school leadership has the potential to have positive effects on student achievement when
collaborative structures and networks are focused on student learning (Blase & Blase,
2000; Day et al., 2016).
Communication
Blase and Blase (2000) found that effective school leaders encouraged teacher
discussion focused on student learning. Furthermore, high-performing schools have
principals who discuss goals and expectations with teachers regularly (Robinson et al.,
2008). Principals need to have strong relationships with teachers to have these open
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conversations with them. These strong lines of communication between site leaders and
teachers have a positive impact on student achievement when teachers receive timely
information relevant to their work (Walker, Lee, & Bryant, 2014). Effective leaders have
open discussions with more than just school staff. Leaders who have good relationships
with those in the community and inform them about school accomplishments, goals, and
the school vision are evident at high-performing schools (Robinson et al., 2008; Tubin,
2015).
Flexibility and Resilience
Strong leaders who practice flexibility and resilience have open minds to
changing conditions that allow them to solve problems effectively and to encourage staff
to stay the course with their own and organizational goals (Leithwood, 1994). This
concurs with Waters et al.’s (2003) research, which placed flexibility as a skill that is
appropriate for second-order change for a school site. Leithwood (1994) argued that,
along with vision building, encouraging staff to stay committed to organizational goals is
one of the most substantial influences a transformational leader has on his or her staff.
Statement of the Research Problem
A growing problem in K-12 public education is the number of low-performing
schools. Despite a number of initiatives at both the federal and state levels, students in
the United States score significantly lower on worldwide achievement assessments, such
as PISA, compared to other countries (OECD, 2016). According to PISA’s 2015 data,
the number of countries scoring significantly higher than the United States are the
following: 17 countries scored higher in science, 35 countries scored higher in math, and
14 countries scored higher in reading. There is a need to impact student achievement at
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all levels in public education and close the achievement gap. This can be accomplished
by educational leaders learning how to best support schools to create an educational
environment that increases student achievement.
Increasing the knowledge base surrounding effective styles and characteristics of
school leaders who have closed the achievement gap and increased learning for all will
help all school leaders. Specific principles of effective leaders have been researched
extensively during the past 4 decades (Hallinger & Heck, 1998; Leithwood et al., 2006;
Waters et al., 2003). From this research come a variety of frameworks districts can use to
help guide both their leadership training and selection process (Bossert et al., 1982;
Hallinger & Heck, 1998; Marzano & Waters, 2009; Waters et al., 2003). Much of this
research focuses on the school principal as the change agent for increasing student
achievement. Recently, Harvey et al. (2014) determined a 12-step program leading to
student achievement. The validity of school leaders applying these 12 steps has not been
investigated. An additional question remains: What are the characteristics of other school
leaders, beyond the school principal, that influence student achievement?
Research by Marzano and Waters (2009) and Louis (2008) found a positive
correlation between district office actions and student achievement. This research was
conducted from the superintendent’s perspective and investigated how his or her efforts
played a role in increasing student achievement (Darling-Hammond, LaPointe,
Meyerson, Orr, & Cohen, 2007; Louis, 2008; Waters & Marzano, 2007). Studies looking
at how other district leaders, such as the assistant superintendent of curriculum and
instruction (ASCI), influence student achievement are limited (Chen, 2016; Madden,
2017). However, this is an important aspect of research because of the relationship many
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ASCIs have with site principals. Further, there is no research that investigates the ASCI
perception of the 12-step program developed by Harvey et al. (2014) to increase student
achievement.
Purpose Statement
The purpose of this explanatory mixed-methods study was to determine the
degree of importance for the 12-step principles proposed by Harvey et al. (2014) to create
a K-12 school environment that fosters high student achievement as perceived by public
school ASCIs. A secondary purpose was to explore and describe the leadership strategies
for implementing the 12-step principles proposed by Harvey et al. to create a K-12 school
environment that fosters high student achievement as perceived by public school ASCIs.
Research Questions
1. What is the degree of importance for the 12-step principles proposed by Harvey et al.
(2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
2. What are the leadership strategies for implementing the 12-step principles proposed by
Harvey et al. (2014) to create a K-12 school environment that fosters high student
achievement as perceived by public school ASCIs?
Significance of the Problem
The need to increase student learning and close the achievement gap in public
education is at a critical point. Local school districts are under increased scrutiny from
both federal and state programs that oversee not only academic achievement but a variety
of other indicators such as suspension rates, absenteeism, and ensuring that students are
college and career ready (California Department of Education, n.d.-a). Together, these
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factors indicate a successful school program that leads to increased student achievement
in a variety of areas including academic, social, and behavioral. Focusing specifically on
student academic success, data compiled from the National Assessment of Educational
Progress (NAEP) in 2017 showed that eighth graders in the United States scored on
average 34% proficient in math, 36% proficient in reading, and 27% proficient in writing
(National Center for Education Statistics [NCES], 2018). The data indicate a critical
need to increase student achievement in public schools. The necessity to determine
which leadership principles and accompanying strategies effectively improve student
achievement in public schools has reached a crucial point.
Raising academic scores and closing the achievement gap is no small task.
Research supports that both teachers and the school principal have a significant effect on
increasing student achievement (Leithwood & Mascall, 2008). The role of the principal
is to support teachers’ ability to increase learning in the classroom through both
instructional and transformational leadership (Bossert et al., 1982; Hallinger & Heck,
1998; Leithwood, 1994; Waters et al., 2003). However, the increasing demands placed
on principals require additional supports to be in place to keep their focus on student
achievement.
Principals receive support from a variety of stakeholders including district office
staff. Waters and Marzano (2007) and other researchers (Louis, 2008; Marzano &
Waters, 2009) established research supporting the role of the superintendent in increasing
student achievement. Another district leader, the ASCI, traditionally works more closely
with the school principal than the superintendent.
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This research will add much-needed data on how ASCIs interpret the degree of
importance of the 12 principles Harvey et al. (2014) proposed. Additionally, this
research will establish the strategies ASCIs find effective at implementing each of the 12
principles. Both areas are critical to investigate if districts desire the development of
high-achieving school environments that raise student achievement.
Definitions of Terms
The following theoretical and operational terms relevant to the study are defined
to provide clarity and alignment for the reader. Theoretical definitions provide meaning
in relation to concepts from research studies performed in the past, whereas operational
definitions deliver clarity regarding the purpose of this study and have two essential
purposes: (a) to establish guidelines and actions for the researcher to use to measure key
variables of the study, and (b) to provide clear meaning to terms that might be construed
different ways.
Theoretical Definitions
Strong leadership. Strong leadership is the ability of a leader to establish clear
vision and goals for an organization focused on student achievement and team
collaboration (Harvey et al., 2014; Louis, Leithwood, Wahlstrom, & Anderson, 2010).
Culture of high achievement. A culture of high achievement is established when
value is placed on high student achievement, trust, and agreed upon norms (Hallinger &
Heck, 1998; Harvey et al., 2014).
Vision and values. Vision and values are the establishment and strategic planning
of an organization’s goals and collective efforts toward increased student achievement
(Harvey et al., 2014; Lunenburg, 2010).
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High expectations. High expectations define the beliefs and goals set by
educational leaders for all students and staff to achieve high standards of behavior and
achievement to which student achievement will be increased (Day, Harris, & Hadfield,
2001; Harvey et al., 2014; Printy & Marks, 2006).
Love and passion. Love and passion are the values a leader places on
establishing relationships and being intentionally committed to connecting and relating to
a team and include remaining aware of the personal needs of teachers, maintaining
personal relationships with teachers, and inspiring teachers to accomplish things that
might seem beyond their grasp (Arnold, Perry, Watson, Minatra, & Schwartz, 2007;
Harvey et al., 2014; Waters et al., 2003).
Focus on learning and academic rigor. Focus on learning and academic rigor is
the ability of a leader to establish a set of defined standards for increased student
achievement supported by professional development and aligned to site vision and goals
(Bamburg & Andrews, 1991; Harvey et al., 2014).
Embedded professional development. Embedded professional development is a
leader’s consistent and purposeful actions to ensure that professional development is
ongoing and aligned to increased student achievement and highly functioning
professional relationships (Harvey et al., 2014; Lynch, Smith, Provost, & Madden, 2016).
Academic achievement and assessment for the 21st century. Academic
achievement and assessment for the 21st century is value placed on assessment data
driving educator’s decision-making and establishing a student’s development of 21st
century skills such as communication, collaboration, and creativity (Harvey et al., 2014;
McGuigan & Hoy, 2006).
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Strength of teams. Strength of teams is confidence that all team members are
focused on the same vision and goals, have collective self-efficacy, feel highly valued
and celebrate high achievement together (Harvey et al., 2014; McGuigan & Hoy, 2006).
Collaboration and shared decision-making. Collaboration and shared decisionmaking involves communication across the entire team of any information that
collectively binds a team to support increased student achievement as well as the
establishment of a high-functioning team (Forman, Stosich, & Bocala, 2017; Harvey et
al., 2014).
Communication. Communication is the message sent through various means
such as written and spoken language as well as body language, behavior, and actions
(Arnold et al., 2007; Harvey et al., 2014).
Flexibility and resilience. Flexibility and resilience are displayed through a
leader’s ability to adapt leadership behavior to support growth in an organization while
overcoming adversity and remaining focused on an organization's goals and needs
(Harvey et al., 2014; Hoy, 2009; Marzano et al., 2005).
Operational Definitions
High achievement. For the purpose of this study high achievement is defined by
the California School Dashboard as districts that have met or exceeded standard, scoring
in the green or blue achievement markers on the California Dashboard in both English
language arts and mathematics academic indicators.
Create. For the purpose of the study, create is defined as causing something to
happen as a result of one’s course of action or behavior.
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Assistant superintendent of curriculum and instruction (ASCI). For the
purposes of this study the assistant superintendent is defined as the curricular and
instructional leader of a public school organization who oversees standards-aligned
curriculum implementation (Kaltenecker, 2012).
Delimitations
Delimitations for this study restricted participation in this research by setting
specific boundaries for the study. This study was delimited to five district ASCIs with
evidence of leading a student high-achieving organization defined by the California
School Dashboard as districts who have met or exceeded standard, scoring in the green or
blue achievement markers on the CA Dashboard, and met four of the following six
criteria:
1. The ASCI was employed at a district within the Orange or Riverside counties with a
minimum of 30 staff members.
2. The ASCI has a minimum of 3 years of experience in his or her district.
3. The ASCI has a minimum of 5 years in the profession.
4. The ASCI has memberships in professional associations in his or her field.
5. The ASCI has articles, papers, or materials written, published, or presented at
conferences or association meetings.
6. The ASCI was willing to be a participant and agreed to the informed consent form.
Organization of the Study
This study was organized into five chapters, references, and appendices. Chapter
I introduced the study, including background information about leadership in K-12 public
school leadership, the ASCI’s role, and the 12-step principles proposed by Harvey et al.
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(2014) to create a K-12 school environment that fosters high student achievement. The
significance of the problem, purpose statement, research questions, and definitions
applicable to the study were also presented in Chapter I. Chapter II reviews significant
literature pertaining to the 12-step principles and the ASCI. Chapter III explains the
methodology and research design of the study, including descriptions of the population,
sample, data collection, and analysis procedures. Chapter IV presents the findings of the
study. Finally, Chapter V summarizes the findings, conclusions, implications for actions,
and recommendations for further research.
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CHAPTER II: REVIEW OF THE LITERATURE
Leadership is not a solo act; it’s a team performance.
—Robert Marzano
Education in the United States has shifted dramatically in the past 55 years. With
the introduction of the Elementary and Secondary Educational Act (ESEA) in 1965, the
world of education, and those who led the academic charge, changed dramatically (Reed,
2016). Since 1965, several reauthorizations of ESEA have occurred. Each
reauthorization kept the original ESEA vision of providing high-quality education for all
students intact but added additional regulations to help ensure that individual states were
held accountable for student progress. During this same time, the role of school and
district leadership shifted from that of a managerial position to an instructional and
transformational leader (Hallinger, 1992). Educational leaders became responsible for
ensuring that all students learned and became proficient in the state-adopted curriculum.
The call for measured performance gains placed additional responsibilities on the site
principal and the leaders who supported them at the district office level. The assistant
superintendent of curriculum and instruction (ASCI) is an instrumental part of this
network to help school principals guide the teaching and learning at their schools (Chen,
2016). Although only limited research exists, the research that does exist shows that the
ASCI significantly impacts instruction and learning in schools (Madden, 2017; Schiro,
2008).
This study investigated how the ASCI perceives the importance of research-based
principles to create a school environment that fosters high student achievement.
Variation in student achievement comes from many sources, such as the students
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themselves, home, peers, and school (Hattie, 2003). Hattie (2003) found that outside of
student variance, the teacher accounted for the highest percentage of student
achievement. Exploring other areas of impact on student achievement is important to
investigate. The Wallace Foundation (2013) determined there was a link between school
leadership and improved student achievement. In fact, the influence of the school leader
is second behind the teacher among school-related factors for impacting student
achievement (Dutta & Sahney, 2016; Goddard et al., 2015; Leithwood et al., 2008;
Marfan & Pascual, 2018).
Chapter II provides a review of the literature related to the perceptions ASCIs
have as to the degree of importance of the 12-step principles proposed by Harvey et al.
(2014) to create a school environment that fosters high student achievement. The 12
principles include strong leadership, establish a culture of high achievement, vision and
values, high expectations, love and passion, focus on learning and academic rigor,
embedded professional development, academic achievement and assessment for the 21st
century, strength of teams, collaboration and shared decision-making, communication,
and flexibility and resilience. A synthesis matrix of significant literature was created that
guided the research and the development of this literature review (Appendix A).
The literature review was organized into five sections and was prepared by
refining and funneling resources through analysis and then organizing material in a
relevant and meaningful fashion. The first section provides a history of school reform
affecting student achievement. The second section describes the theoretical foundations
of school leadership, including instructional and transformational leadership theories.
Section 3 describes the theoretical framework established by Harvey et al. (2014)
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detailing the 12 leadership principles that create a school environment of high student
achievement. The fourth section explores the impact the ASCI has on student learning.
Finally, Section 5 provides a summary of the research presented in the literature review.
History of School Reform
The public school landscape took a drastic shift when the ESEA was signed into
law in 1965 by President Lyndon B. Johnson. Reed (2016) argued that the ESEA
“changed the course of U.S. public education” (p. 1). Approximately every five years,
the reauthorization of ESEA occurs. Two recent reauthorizations, No Child Left Behind
(NCLB) in 2001 and Every Student Succeeds Act (ESSA) in 2015, zeroed in and focused
on utilizing standardized tests to help measure student achievement. Although both laws
targeted standardized tests, NCLB and ESSA proposed accomplishing the measurement
of student achievement in different ways.
Elementary and Secondary Education Act
The ESEA was authorized in 1965 to help standardize school outcomes, address
learning gaps, and give states and local governments funds to help support
underperforming schools along with at-risk and low-income students (Reed, 2016). The
ESEA provided language to allow federal involvement in education, which included
providing states with money to increase the quality and equality of education in the
United States. This represented a significant shift in federal policy because before 1965,
only states and local government had authority over education. ESEA gave the federal
government the ability to transform educational practices at a national level, which
included ending desegregation in schools and increasing the overall quality of education
for all young people, specifically targeting the poor and English language learners (Reed,
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2016). Under ESEA, every student had a right to a high-quality education. This was
justified by the notion that an educated U.S. citizen was in the best interest of the nation
(Sanders, 2016). One of the longest lasting and prominent sections in ESEA is Title I,
which provides monies to low-achieving schools, specifically targeting low-income
families. The ESEA yielded significant improvements in education. However, the basic
premise of the act, that all students will receive the best education, was still not being
realized, even with this increased flow of money for low-performing schools (Jennings,
2012).
A Nation at Risk
In the early 1980s, President Ronald Reagan authorized the National Commission
on Excellence in Education to release its report on the state of education in America. The
report, A Nation at Risk: The Imperative for Educational Reform, concluded that the
country was in an educational crisis (The National Commission on Excellence in
Education, 1983). The National Commission on Excellence in Education made 38
recommendations, including the need for educational standardization with a shift in focus
toward what students learned in school. The commission also recommended creating
core curriculum standards but left the responsibility of the content up to the states (Reed,
2016). A Nation at Risk started the standards movement and is considered the spark that
ignited the accountability era for public education in the United States (Reed, 2016).
No Child Left Behind
In 2001, President George W. Bush signed into law the NCLB Act, which
developed out of ESEA and further pushed standards-based accountability for states
(Reed, 2016). NCLB required states to adopt, test, and hold states accountable for all
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students learning the state-approved content standards (Reed, 2016). NCLB intended to
close the achievement gap between low-income and minority students and their peers.
NCLB shined the light on the need to ensure that all students were proficient in the
content standards, regardless of race, special needs, socioeconomic status, or English
language learner status. NCLB used quantitative test scores to measure student outcomes
and held states, districts, and schools accountable for ensuring that all students were at
grade level or above by the year 2014 (Reed, 2016). This accountability requirement
created increased demands on school leaders to look closely at educational practices and
student data surrounding student academic achievement.
Every Student Succeeds Act
President Barack Obama reauthorized the ESEA in 2015 with ESSA. The ESSA
replaced NCLB and shifted much of the authority away from the federal government and
back to the states and local agencies (U.S. Department of Education, 2015). The goals of
ESSA were to ensure that states set a high academic standard for all students along with
preparing them to be college and career ready by the time they graduate high school.
Although ESSA required standardized testing, the NCLB model of all or nothing was
eliminated, giving states increased control over how student success was evaluated and
monitored.
Under ESSA, districts need to test all students in English, math, and science with
scores available for the public to view. The California Dashboard is one form used to
allow the public to view the disseminated data on academic and other district indicators.
The California Department of Education (n.d.-a) created the Dashboard as a data analysis
tool that measures student levels of proficiency in English, mathematics, and science.
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The indicators used to measure student learning are “Standard Not Met,” “Standard
Nearly Met,” “Standard Met,” and “Standard Exceeded.” In 2017-2018, English and
math academic data were available, and beginning in 2018-2019, science data were also
included on the California Dashboard. School and district leaders must have a thorough
understanding of these data and how to use them to increase the effective teaching in
classrooms. A critical need exists to ensure that school and district leadership are
effective at providing a solid foundation for student academic success to flourish.
Theoretical Foundations of Leadership
An understanding of leadership styles will provide a foundational overview for
this research. This study investigated the characteristics of educational leaders who help
create high-achieving schools. Therefore, it is important to look at leadership theories as
they apply to education. These theories include those proposed by Bossert et al. (1982),
Hallinger and Heck (1998), and Leithwood (1994).
Instructional Management Theory
Bossert et al. (1982) developed a framework for exploring instructional
management, later called instructional leadership, in education. They created a
framework to increase the knowledge base of the characteristics of an effective principal
(Bossert et al., 1982). Since the 1980s, instructional leadership has been the most
common type of leadership style in schools (Dutta & Sahney, 2016). An instructional
leader is focused on increasing the effectiveness of teaching and learning through
establishing a school mission and vision focused on improved student outcomes (Day et
al., 2016; Kellar & Slayton, 2016). A recent study by Tan (2018) found that students,
“benefitted from the presence of a strong principal instructional leader” (p. 36).
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However, many studies do not distinguish between the direct and indirect effects of
school leadership type and student achievement. It is only when the direct and indirect
effects of instructional leadership are separated that significant differences between the
two become clear.
The direct effect of an instructional leader on increasing student achievement has
been determined to be insignificant or weak (Day et al., 2016; Hallinger & Heck, 1998;
Robinson et al., 2008). However, the indirect effects of instructional leadership are a
significant factor in increasing student achievement (Goddard et al., 2015; Waters et al.,
2003). Effective instructional leaders encourage teachers to reflect on their teaching
practices, help to build curriculum, and create professional growth opportunities for their
staff (Blase & Blase, 2000). Principals indirectly help increase student academic
achievement by providing these supports to teachers (Hallinger & Heck, 1998).
Principals who are instructional leaders positively affect student performance through
working with teachers on their instructional practices (Leithwood et al., 2004).
Transformational Leadership Theory
Leithwood (1994) investigated the effects transformational leadership have on a
K-12 school system by addressing how “people effects” are a critical aspect of leadership
style (Hallinger & Heck, 1998, p. 175). People effects describes actions such as focusing
on group goals, providing differentiated support, and encouraging people to reflect on
their actions (Leithwood, 1994). A transformational school leader is a change agent in
the organization who creates change from the bottom up (Dutta & Sahney, 2016) and
develops staff to their fullest potential (Bass & Avolio, 1993). The goal of a
transformational leader is not only to transform individual staff members but to transform
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the entire organization through building culture, vision, shared goals, communicating
high expectations, and providing rewards (Kellar & Slayton, 2016). Marks and Printy
(2003) stated that a transformational leader will prompt staff to “transcend their own selfinterest for the sake of the organization” (p. 375).
The direct effects transformational leaders have on increasing student
achievement are minimal (Leithwood, 1994; Printy & Marks, 2006), and the overall
impact of a transformational leader on improving student achievement is less than that of
an instructional leader (Robinson et al., 2008). Day et al. (2016) argued that the
difference between transformational and instructional leadership is in the leader’s area of
focus. Transformational leadership focuses on staff relationships, whereas instructional
leadership focuses on “enhancing effective teaching and learning” (Day et al., 2016, p.
224). Leithwood (1994) found that transformational leaders were most effective at
developing a school vision and strong commitment to group goals. When leaders
combine the transformational leadership style with instructional leadership, their
influence on school performance is substantial (Day et al., 2016; Printy & Marks, 2006).
Leadership Effectiveness Framework
The leadership effectiveness framework was loosely adapted from a model Pitner
(1988) originally developed that looked at five approaches to investigate the effects
administrators have on student achievement. The leadership effectiveness framework
looked at 41 studies where instructional and transformational models dominated the
principal leadership approaches (Hallinger & Heck, 1998).
The five research models Pitner (1988) investigated included direct-effects,
antecedent-effects, mediated-effects, reciprocal-effects, and moderated-effects models.
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Hallinger and Heck (1998) used these five models as a basis for the framework they
developed that used research conducted between 1980 and 1995 investigating the
relationship between principals and student achievement. Hallinger and Heck used three
of the five frameworks to investigate leadership effectiveness. The first, direct effects,
measured the impact that principal actions had directly on student achievement. The
study confirmed what other researchers concluded, that there is no significant relationship
between the direct actions of the principal and student achievement (Hallinger & Heck,
1998). The second measure, mediated effects, measured student achievement through
indirect actions of the principal such as teacher instructional practices or school culture
(Leithwood, 1994). Finally, reciprocal effects are a measure of the back-and-forth
interaction and actions between the principal and teachers or the principal and school
culture (Hallinger & Heck, 1998).
The majority of the 41 studies looked at either instructional or transformational
principal leadership styles. Instructional leadership was a popular topic of study
conducted during the 1980s with 31 of the 41 studies looking at the instructional
leadership style (Hallinger & Murphy, 1986). Three of the studies looked specifically at
transformational leadership effects on student achievement (Hallinger & Heck, 1998).
The data collected from these various models were organized into four categories,
illustrating where student achievement was influenced.
The four categories Hallinger and Heck (1998) developed were purpose and
goals, structure and social networks, people, and organizational culture. An important
distinction was made that included both the influence on individuals at the school and
influence on the school organization itself (Hallinger & Heck, 1998). The culmination of
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research suggests “that principals exercise a measurable, though indirect effect on school
effectiveness and student achievement. While the indirect effect is relatively small, it is
statistically significant, and we assert, meaningful” (Hallinger & Heck, 1998, p. 186).
The study revealed the need to continue research on specific steps principals can take to
create a high-achieving school environment.
Theoretical Framework
This research study focused on the 12-step framework developed by Harvey et al.
(2014) regarding the leadership principles needed to increase student achievement in a K12 environment. The 12 principles included strong leadership, a culture of high
achievement, vision and values, high expectations, love and passion, focus on learning
and achievement, embedded professional development, academic achievement and
assessment for the 21st century, strength of teams, collaboration and shared decisionmaking, communication, and flexibility and resilience.
Strong Leadership
Strong leadership combined with the 11 other principles was researched by
Harvey et al. (2014) in the book, Leading for Excellence. Strong leadership is defined as
the act of establishing a clear vision, developing and adhering to student-focused goals,
and encouraging good ideas from others. A strong leader does the right thing versus
doing things right, collaborates with others, and manages relationships (Harvey et al.,
2014).
Much research has been conducted on the characteristics of effective school
leaders. The evidence strongly suggests that leaders who exhibit specific characteristics,
such as having high expectations from teachers, developing trust with staff, and focusing
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on classroom instruction, have a significant effect on student learning (Hallinger & Heck,
1998; Leithwood et al., 2006; Marzano et al., 2005). Research supports the claim that the
school leader is second only to teachers in his or her ability to increase student learning
(Leithwood et al., 2008). Leadership values, qualities, and strategies are essential factors
to consider when investigating the specific characteristics of an effective school leader
(Day et al., 2016).
By investigating specific characteristics falling under the broader topics of
leadership values, qualities, and strategies, researchers determined the leadership
characteristics that create high-achieving school environments (Day et al., 2016).
Establishing and building trust and having high expectations for teachers were common
among the literature for leadership characteristics that produced high-achieving schools
(Kellar & Slayton, 2016; Shen et al., 2016).
Establishing trust. Educational leaders who increased student learning at their
schools established trust by highlighting the following values: clarity of vision, being
open, and being fair (Day et al., 2016). These values help the leader influence the
conditions needed to establish a high-achieving school environment (Kellar & Slayton,
2016). Leaders who establish trust within their organization have the potential of
producing positive change within their organization. This change can occur through the
implementation of new instructional practices, classroom procedures, and data collecting
protocols, all of which can lead to increased student learning (Darling-Hammond et al.,
2007; Fullwood, 2016).
High teacher expectations. Strong principals promote high-achieving student
environments by having high expectations for all teachers (Darling-Hammond et al.,
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2007; Day et al., 2016; Kellar & Slayton, 2016). Without strong leadership and high
teacher expectations, a high-achieving, student-centered learning environment would not
be possible (Goldring et al., 2009). Creating an environment where school staff places
student needs at the forefront of instruction allows for authentic differentiation of the
information that is presented and learned in the classroom. Blase and Blase (2000)
determined that there are two significant qualities found in leaders who increase student
achievement through high teacher expectations: These leaders encourage teachers to
reflect on their teaching practices and they provide professional growth. These point to
the need for leaders to have a robust instructional leadership presence to increase student
achievement (Dutta & Sahney, 2016; Goddard et al., 2015).
Establish a Culture of High Achievement
Educational leaders who create a culture of high student achievement produce
productive learning environments (Goddard et al., 2015; Marks & Printy, 2003; TichnorWagner et al., 2016). Building supportive and positive cultures into a school’s daily
practice is vital to give students the optimal ingredients to be academically successful.
Gleason and Gerzon (2014) found that “when rigorous and supportive learning happens
in the educational enterprise, every person can make substantive progress” (p. 30).
Principals must have a strong sense of the school's current culture if a significant change
is possible. Creating a school environment of high achievement requires a staff that
actively collaborates and has a philosophy of lifelong learning. These two components
lay the foundation for a culture of student achievement (Hallinger & Heck, 1998).
Peyser (2011) found that the most successful schools create cultures of
enthusiasm for learning. This connection between school culture and student
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achievement is supported in the research of Leithwood et al. (2006), who found evidence
that redesigning the culture of an organization has a moderate effect on student
achievement. Part of the design of a productive learning culture has been the
introduction of the professional learning community (PLC). Although the effectiveness
of the PLC varies by school site, the collaborative structure of a PLC helps create a
culture of student learning (Louis, Dretzke, & Wahlstrom, 2010). However, as with any
structure, without adequate support and follow-through from site and district leadership,
PLCs can quickly become isolated and ineffective at influencing a schoolwide culture of
student learning (Tichnor-Wagner et al., 2016). This requires the site leader to be
proactive and ensure that staff understands the purpose and desired outcomes of a PLC.
Ensuring that a positive, student-centered culture is a part of a school redesign is
the responsibility of the school leader (Blase & Blase, 2000; Leithwood et al., 2006).
Leaders have varying degrees of influence on school staff to build a productive school
culture. The ability of principals to gain trust and build relationships with staff increases
their ability to influence a cultural change at the school site (Louis, Dretzke, &
Wahlstrom, 2010). When site leaders have authentic relationships, the trust in school
leadership rises. Trust will smooth transitions and ensure that the site is ready for a
change. This foundation must be stable to have any significant change occur on a
schoolwide basis (Leithwood et al., 2006). A principal proficient in management skills
produces a stable foundation. Leithwood et al. (2006) spoke of a synergistic relationship
between stability (management) and improvement (leadership). Once the balance is
achieved, the principal will have a stable platform from which the staff can leap to begin
the change needed to increase student learning further.
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Vision and Values
Creating a shared vision for a school, led by the school principal, is a critical
component for developing a high-achieving school (Leithwood, 1994). According to
Day et al. (2016), within the vision, leaders need to promote positive values, such as
integrity, compassion, fairness, and lifelong learning, as one way to “foster student
academic outcomes” (p. 223). These values help create a vision for the organization.
Creating a school vision provides a mechanism for supporting the development of
additional school processes such as goals and school culture (Hallinger & Heck, 1998).
Leaders from high-achieving schools share the vision and values they established with all
stakeholders, including students (Hallinger, 2011).
Leadership success was defined by Day (2014) as “a journey of hope based upon
a set of ideals” (p. 646). The ideals, or values, in an organization should include student
achievement and the mindset that staff will make a difference in a student’s life (Quong
& Walker, 2010). Creating a student-centered vision requires a leader with strong values
who promotes student success.
Researchers agree that the characteristics of an effective vision include promoting
positive values, personal growth, good work habits, and learning skills (Day et al., 2016;
Hallinger & Heck, 1998). Typically, the vision develops from school goals, which have
been found to have an indirect effect on student achievement (Hallinger & Heck, 1998;
Leithwood, Jantzi, Silins, & Dart, 1993). Vision gives staff a reason and a purpose for
how they will direct the learning in their classroom. This vision helps set the school
culture, which most staff members will follow (Alhosani, Singh, & Al Nahyan, 2017).
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Developing a shared vision helps the school staff create a sense of purpose and
drive. School and district leaders must set a clear direction to give staff a well-defined
understanding of where the school is going and the purpose of their work. Setting
direction through school goals and vision accounts for the largest proportion of leader
impact at high-achieving schools (Leithwood et al., 2004). In the classroom, teachers
directly affect student learning by using the school vision as the base when creating a
positive student-centered classroom culture.
High Expectations
The concept of teachers having high expectations for their students and making a
difference in student achievement started in the 1960s (Rosenthal & Jacobson, 1968,
1992). The seminal research of Rosenthal and Jacobson (1992) found that when teachers
have high expectations of their students, student performance increases. The opposite is
true when teachers have low expectations or no expectations from their students.
Brookover and Lezotte (1979) reported similar results where the opinion of the school
staff on their students, low opinion versus high opinion, correlated with student
outcomes. Both studies indicate that schools with staff who have high student
expectations create an environment of high student achievement.
Few teachers consciously have low expectations for students, but many times both
the low and high expectations are subconsciously applied to only certain students. This is
an area where a strong educational leader can have a significant effect on student
achievement on a schoolwide basis (Marzano et al., 2005). The school principal can give
feedback and suggestions for teachers who need to increase their expectations for all
students.
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Additional research conducted by Marzano (2010) reconfirmed the link between
student achievement and student expectations. The specific teacher actions of tone and
content that led to low and high student expectations were investigated. Research on
student achievement found that “teacher expectations” of students had a moderate effect
size, which is considered a factor that should be continued (Hattie, 2009). Khattab
(2015) found that staff expectations of student ability had a higher effect than actual
student ability. All three pieces of research illustrate the power of teachers having high
student expectations and the need for principals to have high expectations for both
teachers and students (Hattie, 2009; Khattab, 2015; Marzano, 2010).
Love and Passion
Many seminal authors agree that relationship building is a critical aspect of
leadership (Bossert et al., 1982; Leithwood, 1994; Ogawa & Bossert, 1995). Love in the
leadership setting is characterized by care, respect, and responsibility (Hooks, 2001).
These three characteristics allow leaders to relate to students, staff, and the community by
simply checking in on them (Secretan, 1999). Byrne-Jiménez and Yoon (2019) derived a
framework for what love in leadership looks like using harmony, courage, wisdom, and
imagination to describe it.
The importance of love and passion in a school setting comes from employees
feeling valued for their accomplishments and the feeling that the leader truly cares about
their well-being (Smith, 2016). A leader who loves his or her staff is important when
building an environment of high academic achievement because people want to be
around leaders who care for them and make them feel important. Further, when teachers
feel supported by leaders, it affects entire school practices such as goal setting and
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creating a positive school culture. These schoolwide changes positively affect school
improvement outcomes (Hallinger & Heck, 1998).
Encouraging teacher commitment to excellence starts with the school leader.
Louis et al. (2016) found a positive relationship between a caring principal and teachers’
sense of collective responsibility. This builds a sense of community within the school.
Building strong relationships empowers teachers to look at student achievement through
the lens of a schoolwide goal and vision (George & Sims, 2007). A leader who
encourages passion develops a school culture where teachers feel they can make a
difference in students’ lives (Day, 2004).
To encourage a culture of caring and trust, school leaders must continue to build
and maintain relationships. Impactful principals create authentic social interactions with
their staff (Hallinger & Heck, 1998). According to Harvey et al. (2014), educational
leaders must establish effective work relationships. Relationships are built on the
premise of caring, and this opens the door for a trusting relationship between teachers and
the school principal (Tschannen-Moran & Gareis, 2015). Further, principals who were
considered supportive and able to build trusting relationships have been shown to create
school environments that foster high student achievement (Louis, Dretzke, & Wahlstrom,
2010). A culture composed of caring and trust in school facilitates an environment of
high achievement in the school setting (Tschannen-Moran & Gareis, 2015).
High-performing schools have principals who build strong relationships with
school staff (Robinson et al., 2008). Specifically, Louis et al. (2016) found a significant
indirect relationship between caring principals and student achievement through
academic support by teachers in the classroom. The relationship building, through caring
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and building trust with staff, creates school unity. High-achieving schools place an
emphasis on building strong relationships with staff and working on common goals
emphasizing high expectations for all students (Tichnor-Wagner et al., 2016).
Focus on Learning and Academic Rigor
Schools emphasize how to learn through reasoning and thinking. The core of this
learning involves the relationship between student, teacher, and the content of the course
(Chen, 2016). If any part of the core changes, the other parts must respond. The task
provides the rigor of learning and sets the performance level expected from the student
(Childress, Elmore, Grossman, & Johnson, 2007). Beginning in the 1980s as part of a
federal and state reform, a focus on standards and accountability helped highlight the
importance of increasing rigor in schools for all students. However, a report from the
Associated Press (2005) indicated that nine in every 10 high school students reported that
they would work harder if their schools expected more from them, with only one third of
the students saying that their high schools set high expectations.
Rigor, which is closely related to a student’s academic achievement, is important
for school leaders to understand (Bamburg & Andrews, 1991). Blackburn (2018) defined
rigor as “creating an environment in which each student is expected to learn at high
levels” (p. 64). Blackburn also included the need for students to be supported and
assessed to demonstrate these high levels of learning. Savitz-Romer, Jager-Hyman, and
Coles (2009) described rigor as “the degree to which students are ready to succeed in
college and work” (p. 8). Educators agree that students need a rigorous academic
environment to succeed in the 21st century (Savitz-Romer et al., 2009).

38

The role of the principal is to support the teacher in implementing rigorous
content and to serve as a buffer for anything that prevents learning from occurring in the
classroom (Leithwood et al., 2004; Robinson et al., 2008). Increasing the rigor involves
the principal leading the charge through developing teachers to be innovative in his or her
teaching practices (Day et al., 2016). Principals accomplish this by creating opportunities
for innovation to occur (Quong & Walker, 2010). When principals support teachers who
innovate, student learning increases (Leithwood et al., 2006; Lynch et al., 2016).
An environment that focuses on student learning is led by the principal’s “vision
of rigor and high expectations” (Romero, 2012, p. 136). Further, building a culture of
continuous learning and improvement requires promoting a positive school learning
climate, which includes high standards and expectations (Goldring et al., 2009; SavitzRomer et al., 2009). These high expectations for student learning begin by creating
common school and district student expectations that exceed those of state standards
(Louis, Leithwood, et al., 2010). A “learner-centered school” is created when there are
consistent expectations that all students receive rigorous instruction and differentiated
teacher support (Hallinger, 2011, p. 276).
Both teachers and students have a responsibility for the learning process. The
teacher must develop a student-centered classroom, and the student is responsible for
learning within that environment. The learning environment in the classroom must be
intentionally designed to include active learning tasks where high levels of learning are
the expectation (Black, Harrison, Lee, Marshall, & William, 2004). Within the
classroom, students need to be challenged to apply rigorous content to real-world
situations, thus reaching academic excellence (Daggett, 2005).
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Increasing academic rigor and focusing on high levels of learning for all students
positively impacts student achievement (Goldring et al., 2009; Robinson et al., 2008).
Specifically, researchers found that principals who support teacher efforts to increase
rigor in the classroom led to a school environment where all students could succeed
(Bossert et al., 1982; Tan, 2018). It is the job of the principal to guide teachers to make
student-centered choices over what and how learning will take place in the classroom
(Madden, 2017). These leaders inspire teachers to go beyond what is expected of them
and support their ability to teach to high levels (Manna, 2015).
Embedded Professional Development
The implementation of high-quality instruction to ensure that all students learn at
rigorous levels requires professional development that addresses the specific needs of the
teacher and school site (Goldring et al., 2009). Encouraging professional development
aligned with schools’ goals is a critical leadership behavior (Sheppard, 1996). Effective
leaders build a culture of trust to support teachers to be open to learn new material and
take risks when implementing new techniques to increase student learning (Blase &
Blase, 2000). The school leader needs to be the primary instructional leader and, at the
same time, learn alongside the school staff if an environment of high student achievement
is to be achieved (Leithwood et al., 2004; Louis, Dretzke, & Wahlstrom, 2010; Robinson
et al., 2008). Day and Sammons (2016) reported that professional development had twice
the impact on student outcomes when school leaders promoted or participated in it.
Quality adult learning should be differentiated and allow for teacher choice
because this addresses a variety of staff needs (Blase & Blase, 2000). Although
individualized professional development is difficult to undertake, effective professional
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development gives teachers a choice in what and how they learn (Blase & Blase, 2000).
Creating a culture of differentiated learning for teachers will have positive effects on a
school environment that focuses on student achievement. Blase and Blase (2000) cited
six strategies a principal can use to promote a teacher’s growth: emphasizing the study of
learning and teaching, supporting collaboration, developing coaching relationships,
supporting new programs, emphasizing lifelong learning, and conducting action research.
Effective leaders use both direct modeling in the classroom and indirect teaching
through professional development to increase teacher learning (Leithwood et al., 2004).
These opportunities increased teacher risk-taking and innovative behaviors (Blase &
Blase, 2000). Types of professional development often offered to teachers include
training, observations with feedback, action research, and self-directed with coaching
support (Drago-Severson, 2009). Fullan (2001) reiterated that the combination of
individual and schoolwide professional development “is key to school improvement”
(p. 146).
Professional development that is linked to the school’s mission, vision, and goals
helps create a culture of learning (Tichnor-Wagner et al., 2016). Effective principals
intentionally link school goals with professional development (Marfan & Pascual, 2018;
Ross & Cozzens, 2016). Teacher buy-in increases when school and individual goals are
related to teacher learning through professional development.
Principals encourage all teachers to be involved in professional development, both
as a team and individually (The Wallace Foundation, 2013). Professional development
should be based on teacher need. The principal needs to knows where their staff is on a
particular strategy or program to create a productive and rich learning experience for the
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team. Collecting data that identifies strengths and areas of growth is an important
element of determining this focus area of professional development (Goldring et al.,
2009). One way to collect data to inform the next steps is through supervising and
evaluating instruction in the classroom (Waters et al., 2003).
High-achieving schools have principals who encourage teachers to continue
learning research-based strategies to improve their teaching (The Wallace Foundation,
2013). Romero (2012) recommended using data, research, and best practices as a basis
for continued growth. The professional development needs of the teachers are critical for
the principal to track and support (Ross & Cozzens, 2016). The principal needs to offer
professional development on the most recent theories of effective schooling and offer an
environment that allows for a productive discussion by all staff (Marzano et al., 2005).
Learning will be more productive when teachers have the support and leadership of the
principal (Schrum & Levin, 2013).
Educational leaders who offer teachers opportunities to learn from each other,
including themselves, will positively influence the school climate and lay the foundations
for productive collaboration (Allen, Grigsby, & Peters, 2015). This combination of
offering meaningful professional development and creating a positive school
environment makes a positive difference in student outcomes (Leithwood & Mascall,
2008; Walker et al., 2014).
Academic Achievement and Assessment for the 21st Century
The modern-day classroom is a place where students need to be involved in the
learning process to be ready for college and 21st-century careers. Principals need to
support teachers with these changing times by encouraging risk-taking, questioning
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outdated strategies and policies, and maintaining a focus on improving instruction for all
students (Blase & Blase, 2000). Principals who create a high-achieving learning
environment use data from state test results to monitor student achievement (Goldring et
al., 2009; Williams et al., 2005). Instead of just analyzing test data, principals in highachieving schools engage in critical conversations with teachers to ignite teacher
reflection, innovative instruction, and better planning of instruction (Blase & Blase, 2000;
Leithwood et al., 2006). Robinson et al. (2008) found that high-achieving schools had
leaders who were directly involved in reviewing evidence with teachers on student
learning.
The accountability era of public education began in 1983 with the introduction of
A Nation at Risk (Tschannen-Moran & Gareis, 2015). Following this federal report were
two recent reauthorizations of the ESEA, NCLB in 2001 and ESSA in 2015. These two
reauthorizations focused on using test data to help increase student learning and were
deemed of educational importance to educators and students (Tschannen-Moran &
Gareis, 2015). According to Williams et al. (2005), when the principal and site leaders
use student assessment data, standardized test scores increase. Further, the research
indicated that the combination of standardized test data, districtwide common
assessments, and other assessments of curriculum delivery led to high-achieving schools.
At the same time, the variety of assessments uncovered students who were not proficient
in necessary skills for the 21st century (Kirsch, Braun, Yamamoto, & Sum, 2007).
High-achieving schools create an environment that encourages students to
develop 21st-century skills by preparing all students to be ready for the demands of
college and future careers (Greenstein, 2012). The International Society for Technology

43

in Education (2016) established a number of standards it determined essential for students
to be ready for the 21st-century world. These standards include being an empowered
learner, a digital citizen, a knowledge constructor, an innovative designer, a
computational thinker, a creative communicator, and a global collaborator (International
Society for Technology in Education, 2016). Research from Bassett (2005) was
consistent with these standards, although he added time management and self
management. Further, these standards prepare students to be competitive college
applicants and successful students once admitted. Effective educational leaders help
facilitate teachers in making the connection between students learning the standards and
skills and the assessments used to determine student mastery (Harvey et al., 2014). One
way to support students in this process is by the teacher giving appropriate assessments to
measure student learning.
The use of both formative and summative assessments allows teachers and
students to gauge their learning of the material. Stiggins and Chappuis (2005) defined a
summative evaluation as an “assessment of learning” that measures state or other
achievement standards (p. 15). They describe a formative evaluation as an “assessment
for learning” that serves to promote student learning and act as a feedback for both
teacher and student (p. 15). Teachers should design formative assessments to break down
the standard into smaller parts to allow for mastery of the skills and content knowledge
needed to reach proficiency on the standard being measured.
Summative assessments occur after the learning is completed to show student
progress on standards measured by the school and state for proficiency. DuFour, Eaker,
and DuFour (2005) suggested summative assessments are like an autopsy. They give
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meaningful information, but they are not meant to change any current student learning.
Analyzing and using summative data allow schools and districts to obtain results about
students who may be at risk for dropping out of school (Savitz-Romer et al., 2009). The
more frequent the assessments, the quicker the information can help address academic
problems.
Formative assessments, when used to change the teaching based on student needs
and feedback, produce substantial learning gains (Black & Wiliam, 1998; Chappuis &
Stiggins, 2002; Stiggins & Chappuis, 2005). Black et al. (2004) described assessments as
becoming formative when “the evidence is actually used to adapt the teaching work to
meet learning needs” (p. 10). Formative assessments require the teacher to break down
standards into smaller chunks with specific learning targets. Teachers determine the level
of learning by observing, discussing, and analyzing student work related to each of the
targets (Black & Wiliam, 1998). Formative assessments occur during the teaching and
learning cycle, emphasizing progress and achievement rather than failure (Chappuis &
Stiggins, 2002). Classrooms, departments, and the entire school can use this formative
data to intervene early and increase the retention and application of each learning target
(Day & Sammons, 2016).
Highly successful schools take learning beyond formative assessments by
including not only the teacher but the student in the learning and re-teaching process
(Black et al., 2004; Black & Wiliam, 1998). The transition from teacher-led formative
assessment to student-involved self-assessment is a natural step and is a crucial ingredient
to increasing achievement gains (Kirsch et al., 2007). A critical step to giving students
access to self-assessment is making the learning targets clear for both the teacher and the
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student (Black & Wiliam, 1998; Kirsch et al., 2007). Chappuis and Stiggins (2002) were
more specific, stating that involving students in the assessment process can improve
student learning. Effective principals ensure that teachers receive the necessary training
for there to be consistency in these assessment practices.
At high-achieving schools, site leaders ensure that every student is afforded the
same opportunities to master the curriculum. This guaranteed and viable curriculum is a
requirement for school improvement (Marzano et al., 2005). Marzano et al. (2005)
argued that the curriculum needs to be viable, or realistic, for all teachers to teach, with
specific learning targets all students will be held accountable for being proficient in. This
type of learning protocol needs a strong team to be successful.
The Strength of Teams
Research supports the idea that teachers who work in teams cultivate a school
environment associated with high student achievement (Bandura, 1993; DuFour, 2004;
Goddard et al., 2015; Hattie, 2015; Louis, Leithwood, et al., 2010). The principal’s role
is to foster these teams by having them work together with the purpose being to increase
student achievement (Alhosani et al., 2017). Teams that improve student learning are not
formed by accident. Principals who have strong teams deliberately structure and support
each of the teams (Louis, Leithwood, et al., 2010).
It takes a strong leader to coordinate and set the overarching goals and directions
to facilitate effective teacher teams (Smylie, Conley, & Marks, 2002). Principals who
support a school culture of teacher teamwork were found to have higher student
achievement versus those who did not have a sense of collective student outcomes
(Tubin, 2015). When functioning properly, strong teams create collective teacher
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efficacy where conversations are based on an ability to affect students in positive ways
(Hattie, 2009).
A school environment featuring high teacher collective efficacy is a strong
predictor of student achievement (Bandura, 1993; Goddard, Hoy, & Hoy, 2000).
Goddard et al. (2000) defined collective teacher efficacy as “the perceptions of teachers
in a school that the efforts of the faculty as a whole will have a positive effect on
students” (p. 480). Effective principals encourage and nurture collective efficacy at their
schools (Bandura, 1993; Goddard et al., 2000). The four elements of collective efficacy
include mastery experiences, vicarious experiences, social persuasion, and affective
states. Teacher teams supported by the principal to reach slightly higher than they feel
comfortable doing will experience mastery experiences and increase collective efficacy.
The second element of collective efficacy, vicarious experiences, requires the principal to
provide models of what successfully completing a school goal looks like and offer
opportunities for teams to observe other high-performing schools (Huber, 1991).
Principals who combine positive social persuasion with access to successful models
while facilitating positive experiences increase the collective efficacy of the school staff.
The more cohesive the team, the more likely talks, workshops, professional development,
and feedback will positively influence teachers (Goddard et al., 2000).
Hiring highly effective teachers who add to the collective efficacy is important,
but more is required from the principal than just hiring great teachers. Staffing decisions
do impact student achievement (Robinson et al., 2008). However, principals need to
make every teacher believe they can meet the high standards and challenges of the school
(Goddard et al., 2000). Even within schools, the teams that collectively help students
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overcome adverse environmental effects have the highest achievement scores (Goddard
et al., 2000).
Principals of high-achieving schools ensure that teacher teams collaborate to
increase effective instruction (DuFour, DuFour, Eaker, & Karhanek, 2004; Goddard et
al., 2015). Teams that collaborate about how to ensure equity often see higher rates of
collective teacher efficacy, which results in higher student achievement (Goddard et al.,
2015; Robinson et al., 2008; Waters et al., 2003). To do this, school principals promote
teacher collaboration around increasing effective teaching (Leithwood & Mascall, 2008;
Louis, Dretzke, & Wahlstrom, 2010). This collaboration should frequently occur during
a structured time with a focus on increasing the effectiveness of teacher instruction
(Goddard et al., 2015). Teacher collaboration time increases collective efficacy and the
teacher’s willingness to increase the effectiveness of their teaching. DuFour et al. (2004)
called these teacher teams PLCs.
Quong and Walker (2010) argued that effective leaders work with teachers to
“create opportunities for innovative practice” (p. 30). Creating effective teams requires
principals to have loose and tight requirements for how teams function and what results
will be produced (DuFour, DuFour, Eaker, & Many, 2016). Teams of teachers working
toward learning for all, a collaborative culture, and with a focus on results make up a
PLC (DuFour et al., 2004, 2016).
Effective PLC teams provide opportunities for teachers to provide opportunities
for all students to learn. Vescio, Ross, and Adams (2008) asserted that a PLC addresses
student learning by improving the skills of teachers. Professional development offered
by the school and district can be targeted at specific skills needed by individual teachers
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or the entire PLC team (Jacobson, 2010). These structures help facilitate teachers’
addressing student problems quickly and more effectively through a systematic response
(DuFour, 2004; Smylie et al., 2002). By providing student intervention versus
remediation, student learning can be targeted with more time devoted to instruction
(DuFour, 2004). Student intervention involves using data to address student needs in a
timely fashion. This is in contrast to remediation, which assumes a significant amount of
time has passed between the student being taught the information in class and when
reteaching occurs. At the base of an effective PLC is a principal who provides strong
guidance to the collective work of teachers to improve instruction and student learning
(Goddard et al., 2015).
Collaboration and Shared Decision-Making
A significant amount of research supports the importance of a strong collaborative
culture to create a high-achieving school environment (Day et al., 2016; Hallinger, 2011;
Leithwood et al., 2006). This collaborative culture leads to the ability for schools to have
healthy PLCs that have a direct effect on student learning (Marzano et al., 2005). The
ability to have authentic collaboration requires a certain amount of risk-taking by the
school staff. The principal must provide an underlying culture that failure is only an
opportunity for growth if teachers are to take risks involved in collaborating with others
about student success and failures in their classrooms. Leaders need the ability to
facilitate a culture of mutual respect and trust among staff to create positive collaborative
outcomes (Leithwood et al., 2006).
Shared leadership is characteristic of principals who work in high-achieving
schools (Forman et al., 2017; Fullan, 2014). Marks and Printy (2003) described shared
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instructional leadership as occurring when principals collaborate with staff on the
school’s vision and mission, curriculum, and common classroom strategies to increase
student learning. Much of the research discusses the importance of school leaders
making an intentional connection between the creation of a school vision and getting
collective input from all staff members. The fact that the principal asks for input should
not limit his or her ability to make a single decision on what that vision will look like
even when DuFour et al. (2005) went so far as to call on principals to view themselves as
leaders of leaders.
There is research that questions the impact shared leadership has on student
achievement (Leithwood & Mascall, 2008; Marks & Printy, 2003). Research from
Leithwood and Mascall (2008) concluded that shared leadership does not solely explain
variations in student achievement. This overarching statement is based on the idea that
all decision-making is conducted in a shared leadership manner. However, leaders who
intentionally limit the scope of shared leadership see increased student learning at their
schools (Forman et al., 2017; Fullan, 2014). Leithwood et al. (2006) argued that effective
organizations ultimately need a leader whose staff will follow because “a followerless
organization is the same as a leaderless organization” (p. 9). Some leaders are better at
eliciting authentic input from matters where full staff input is desired. However, not all
decisions should be made as a collective force since the time spent on getting input from
all staff could create roadblocks in implementing effective change (Forman et al., 2017;
Fullan, 2014).
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Communication
Leaders from high-achieving schools communicate to students, teachers, the
community, and the district office staff the necessity for all students to learn at rigorous
levels (Hitt, Woodruff, Meyers, & Zhu, 2018). Communication in an organization is
characterized by inquiry, active listening, reflection, and respectful dialog (Barnes, 2004).
In the education setting, communication is imperative for a school to be successful
(Capra, 2002). Marzano et al. (2005) argued that effective communication is needed for
a school to grow, and it starts with the principal having “open and effective lines of
communication with staff” (p. 10). Further, Walker et al. (2014) found a 12% variation
of academic achievement between schools where principals maintained “transparent and
efficient” communication structures versus those who did not (p. 602).
Successful principals intentionally use different modes and delivery methods to
communicate information to stakeholders in a way that will provide authentic results
(Hitt et al., 2018). Also, an effective principal uses communication to create messages
that will resonate with stakeholders so they will help support the school’s goals (Hitt et
al., 2018). Communication includes written, verbal, listening, and reading (Arnold et al.,
2007). Regardless of the type or style, effective principals incorporate two-way
communication with all stakeholders in the school community (Marzano et al., 2005).
Heck, Marcoulides, and Lang (1991) found that informing the school community about
academic achievements was a common practice in high-performing schools. This
supports Tubin’s (2015) findings that communicating to school stakeholders increased
student academic outcomes.
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Communication structures that lead to increased student achievement must
encourage two-way communication with stakeholders. Increasing the effectiveness of
communication enhances the school climate and relationships with school staff, parents,
students, and other stakeholders (Alhosani et al., 2017). A culture where stakeholders are
informed about student progress and where questions and feedback are solicited produces
a high-achieving environment (Goldring et al., 2009). Alhosani et al. (2017) concluded
that forming a school climate where parents, students, and school staff work
collaboratively together positively affects the academic environment for students. They
recommended including all stakeholders in the process to increase student achievement
with innovative practices (Alhosani et al., 2017).
School leaders need honest feedback from all stakeholders on the culture of the
school, which includes the school’s vision, goals, and learning objectives (Alhosani et al.,
2017). Principals establish communication structures to include all stakeholders that go
to the heart of a school’s mission, goals, and student expectations (Heck et al., 1991;
Robinson et al., 2008). This is especially important for low-performing schools looking
to increase student learning (Walker et al., 2014). The research found higher student
outcomes at schools where the principal communicated the school vision, mission, and
goals to the school community (Leithwood et al., 2008; Robinson et al., 2008; Walker et
al., 2014)
Communication with teachers is equally important for a school to encourage
student academic success. Specifically, structures for teachers to communicate with one
another and that allow teachers to communicate with the principal easily are essential for
a school site to consider (Marzano et al., 2005). Effective principals go out of their way
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to communicate with teachers to provide opportunities for reflection and dialog. Blase
and Blase (2000) recommended five elements to effective communication with teachers:
making suggestions, providing feedback, modeling, asking for advice and opinions, and
giving praise. Principals who communicated to teachers with a “clear, optimistic, and
strategic vision” produced increased student outcomes by giving a clear direction on
where the school was headed (Penlington, Kington, & Day, 2008)
Flexibility and Resilience
Effective principals have the resilience to be persistent with school goals but
practice flexibility in allowing staff to determine how to best implement them. Harvey et
al. (2014) defined resilience as “getting knocked down and getting back up” and
discussed four qualities of resilience: “problem-solving skills, sense of personal control,
support from friends, and action” (p. 119). Marzano et al. (2005) described a principal's
flexibility as when he or she “adapt[s] his or her leadership behavior to the needs of the
current situation” (p. 49).
School staff look to the principal to foster resilience at both the individual and
team level (Day, 2014). Therefore, principals should be ahead of change and not behind
it trying to catch up (Kouzes & Posner, 2002). Effective principals are not caught off
guard but instead anticipate challenges and prepare to take them on to reach goals set for
themselves or the school team. School staff need to witness the determination of the
school principal to follow through on goals because this will inspire them to have the
same resilience and “strengthen their own commitment” to student achievement (Day,
2014, p. 643).
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Principals who model and encourage others to be resilient toward common goals
increase a school’s capacity for carrying through on innovative ideas (Day, 2014;
Leithwood, 1994). These principals rely on the staff committing to a worthwhile goal
and then having the resilience to work through obstacles standing in the way of
accomplishing the goal (Hitt et al., 2018). This occurs by the principal using strategies
that prevent outside influences and forces from derailing teachers from accomplishing the
goal. It is the role of the principal to teach staff how to use these strategies to work
through difficult times and accomplish their individual and schoolwide goals (Leithwood
et al., 2006).
Effective principals develop and support structures within the school that allow
the organization to tolerate stress and maintain stability while effectively coping with the
demands of the environment. This improves the school’s overall ability to adapt to
change (MacNeil, Prater, & Busch, 2009). Being flexible includes listening to a variety
of viewpoints to allow the site leader to solve problems effectively (Fullwood, 2016).
When principals allow for flexibility in their thinking, innovative ideas come forward.
These innovative ideas may cause their own challenges as more ideas materialize. Thus,
effective principals allow for a wide variety of ideas to come forward, but when the
decision is made, they will remain resilient and allow for adequate time for the goals to
be reached (Marzano et al., 2005).
District Leadership and Student Achievement
The role of the district office is to support the school sites, focusing specifically
on the principal, to develop school environments that foster high student achievement.
Several researchers argued the importance of the district office to support the school
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improvement process (Honig, Copland, Rainey, Lorton, & Newton, 2010; Marzano &
Waters, 2009; Waters & Marzano, 2007). Many of these studies focus on the role that
the superintendent serves to help support schools without mentioning specific support
staff within the district office (Marzano & Waters, 2009). However, the findings of
research that focus on superintendents can be applied to other district roles, including
ASCIs (Chen, 2016).
District Leadership
A significant role of the district office is to help schools build their capacity to
improve student achievement (Honig et al., 2010; Marzano & Waters, 2009).
Specifically, the district office needs to support schools in their collective goals related to
student achievement, assist in monitoring these goals, and then provide the resources
needed to support the goals (Marzano & Waters, 2009). Fullan (2001) recommended that
the district office focus on six characteristics to help schools create an environment of
high student achievement. These included a focus on learning, accountability, change,
caring, commitment, and community (Fullan, 2001). Specifically, Honig et al. (2010)
determined that the district office helps increase student achievement through the support
it provides the school principal to “make them a stronger leader” (p. 24).
Leithwood et al. (2004) found that district culture, professional development
aligned with school and district goals, and ensuring a seamless transition of school
administrators influenced student learning. Further, the research found that highperforming districts have instructionally focused leadership from the superintendent and
the district administrative team (Louis, Leithwood, et al., 2010; Murphy & Hallinger,
1988). Strong leadership is needed at the district office to make student learning a
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priority based on purposeful professional development and school leadership support
(Leithwood et al., 2004).
High-performing districts support their principals to be effective leaders at their
school sites (Murphy & Hallinger, 1988). This includes district support with
implementing a guaranteed and viable curriculum, having clear expectations for student
achievement, and supporting the use of student data to improve instruction and learning
(Williams et al., 2005). This support comes in a differentiated manner by district
administrators such as the ASCI (Louis, Leithwood, et al., 2010).
The Assistant Superintendent of Curriculum and Instruction (ASCI)
A number of studies found a link between district office staff and increased
student achievement (Leithwood, 2010; Leithwood & Jantzi, 2005; Waters & Marzano,
2007). Research by Marzano and Waters (2009) found that high-quality district-level
administrators influenced the quality of education a student receives at a school site. The
assistant superintendent in charge of curriculum and instruction is an important role in the
district office and works closely with the superintendent (Leach, 2009). Although the
role of the superintendent as an instructional leader has been well-documented,
information regarding the ASCI is limited (Chen, 2016; Madden, 2017; Pajak, 1989).
Some describe the role of the ASCI as ambiguous and not always fully utilized
(Kaltenecker, 2012; Pajak, 1989). One possible explanation for this ambiguity is the
wide range of responsibilities many ASCIs have in their district, including guiding the
teaching and learning throughout the district, managing professional development, and
overseeing other departments (Chen, 2016).
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The ASCI supporting principals is a necessary component for creating and
sustaining a school environment that promotes high student achievement. Effective
ASCIs exhibit the leadership and communication skills needed for them to support school
principals (DiMuzio, 2014). The curriculum leader at the district office can impact
student achievement because of the relationships built with principals and the curricular
structures they put in place (Kaltenecker, 2012; Marzano & Waters, 2009; McGloughlin,
2016). This relationship between the ASCI and principal becomes critical for schools to
create environments for high student achievement.
A critical role for the ASCI is to prepare and support principals (Leach, 2009).
According to Honig et al. (2010), effective curriculum and instruction district leaders
support principals on how to think and act as instructional leaders and provide the tools
and support necessary for principals to engage their school staff in these practices. Allen
et al. (2015) went further by advocating the need for district-level support to provide
principals with professional development to increase their transformational leadership
capacity. Finally, effective ASCIs are concerned with the district as a whole and support
all school leaders to increase student learning (Hough, 2014; Marzano & Waters, 2009).
Successful ASCI recognize that their role is helping support all principals increase
student learning at their school sites.
Summary
This review of the literature looked at the components related to increasing
student learning in K-12 districts. The literature review indicated that principals have a
significant effect on student achievement (Hallinger & Heck, 1998; Leithwood et al.,
2008; Marzano et al., 2005). Also, the literature supported district administrative staff
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having an impact on student achievement (Honig et al., 2010; Marzano & Waters, 2009;
Waters & Marzano, 2007). With an emphasis on increasing student learning for all
students, the review of literature also discussed the substantial shifts in regard to
accountability that have occurred in education during the past 50 years. Currently, state
testing is one way to measure student achievement. Specifically in California, school and
district academic performance is made public through the California Dashboard
(California Department of Education, n.d.-a).
Educational leaders who increase student achievement demonstrate the necessary
steps needed to develop a school environment that fosters increased student learning.
This chapter reviewed the 12 leadership principles that lead to an environment of high
student achievement proposed by Harvey et al. (2014) in their book, Leading for
Excellence: A Twelve Step Program to Student Achievement. Previous research looked at
a limited number of leadership behaviors, making this current research an important
addition to the existing literature on educational leaders who influence student
achievement (Louis, Dretzke, & Wahlstrom, 2010).
Chapter II focused on an in-depth review of the literature surrounding highly
effective leadership principles that influence a school environment that fosters high
student achievement. This study determines the degree of importance for each of the 12
principles of leadership along with the leadership strategies needed to implement each of
the 12 principles as perceived by ASCI.
Synthesis Matrix
See Appendix A for the synthesis matrix summarizing the review of the literature
for this research study. The synthesis matrix lists references and significant connections
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to the 12 principles of a school environment that lead to increased student achievement.
The synthesis matrix also shows the relationship between each of the references.
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CHAPTER III: METHODOLOGY
The methodology of this study is presented in Chapter III. The methodology
chapter outlines how the study was carried out (Roberts, 2010). Specifically, the
methodology section “indicates the research design, subjects, instruments, interventions,
and procedures used in the study” (McMillan & Schumacher, 2010, p. 29). An
explanatory mixed-methods study was used to investigate how assistant superintendents
of curriculum and instruction (ASCI) determined the degree of importance of the 12-step
principles proposed by Harvey et al. (2014) to create a high-achieving school
environment. Furthermore, this study explored and described the leadership strategies
used for implementing these same 12-step principles.
This chapter begins with the purpose and research questions. Next, the
quantitative and qualitative research and rationale for an explanatory mixed-methods
study are explained, followed by a description of the population and sample. The chapter
then describes the process used to develop the data collection tools and the procedures
used to collect the data. Data analysis procedures are explained next. The chapter
concludes with a description of the study limitations and, finally, a summary related to
the methodology used in the study.
Purpose Statement
The purpose of this explanatory mixed-methods study was to determine the
degree of importance for the 12-step principles proposed by Harvey et al. (2014) to create
a K-12 school environment that fosters high student achievement as perceived by public
school ASCIs. A secondary purpose was to explore and describe the leadership strategies
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for implementing the 12-step principles proposed by Harvey et al. to create a K-12 school
environment that fosters high student achievement as perceived by public school ASCIs.
Research Questions
1. What is the degree of importance for the 12 step principles proposed by Harvey et al.
(2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
2. What are the leadership strategies for implementing the 12 step principles proposed
by Harvey et al. (2014) to create a K-12 school environment that fosters high student
achievement as perceived by public school ASCIs?
Research Design
To determine the degree of importance of the 12-step principles proposed by
Harvey et al. (2014) as perceived by ASCIs, an explanatory, mixed-methods study was
designed where ASCIs participated in both survey and interview instruments. This
mixed-methods study involved both quantitative and qualitative data collection and
“allows the researcher to incorporate the strengths of each method” (McMillan &
Schumacher, 2010, p. 396).
Explanatory mixed-methods research is designed to have the qualitative data
elaborate and explain the quantitative data that are collected (McMillan & Schumacher,
2010). In an explanatory mixed-methods study, the quantitative data were collected first,
followed by the qualitative data collection (McMillan & Schumacher, 2010). According
to Patten (2014), “Mixed methods yields both statistics and stories” (p. 15). Data
gathered through the survey provided a base for the qualitative data obtained from the
interviews. This combination of data resulted in a study containing both the breadth of
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the 12 principles that lead to a high-achieving school environment along with the depth
needed for school and district leaders to gain helpful insight (Creswell & Plano Clark,
2018; Roberts, 2010).
The research design was chosen to determine the extent to which the ASCI used
each of the 12 principles from Harvey et al. (2014) book, Leading for Excellence. For
this study, the researcher used Likert-style survey questions to gather quantitative data
through an electronic survey. The survey portion gave data on the degree of importance
of specific behaviors related to each of the 12 leadership principles described by Harvey
et al. Qualitative data were collected from semistructured open-ended interview
questions. The interview portion gave data on the specific strategies and rationale behind
each of the 12 principles from the ASCIs’ perspective.
Quantitative Research Design
The use of a quantitative design allowed the researcher to gather data that were
easy to quantify and use in statistical analysis (Patten, 2014). McMillan and Schumacher
(2010) stated, “Quantitative research designs emphasize objectivity in measuring and
describing phenomena” (p. 21). The quantitative data from this research were collected
by administering a 6-point Likert-style electronic survey through SurveyMonkey
(http://www.surveymonkey.com) to ASCI participants. Survey questions were based on
the High Achievement Environment Scale, or HAES (Harvey et al., 2014). The HAES
survey was developed by the authors of Leading for Excellence and presents key
descriptors for behaviors related to each of the 12 leadership principles they developed.
The survey questions do not identify the behavior with the individual principle. Each
question lists some behavior descriptors and asks participants to rank the “degree of
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importance to establish a school environment that fosters high student achievement.”
The authors gave permission to use and modify this scale (Appendix B). This study was
a survey design because the questionnaire produced ordinal data. Determining a mean
from the ordinal data generated ratio data that were used to compare averages for each of
the survey questions. The frequency and percentages were also used to describe the
quantitative data results.
Qualitative Research Design
Interviews with the same ASCIs from the quantitative portion of the research
produced qualitative data. These interview data provided the “why” behind the
quantitative data by focusing on the experiences and the “opinions, perceptions, and
feelings” from each ASCI (Roberts, 2010, p. 143). Scripted face-to-face semistructured
questions were used for the qualitative interview portion of this research. The use of
qualitative data allowed the researcher to gain awareness of the population’s insight and
experience on specific topics (Patton, 2015). Further, the use of qualitative data
permitted the researcher to gain knowledge about “naturally occurring phenomena”
(McMillan & Schumacher, 2010, p. 23). These results helped produce deeper meaning
for the data collected from the surveys (McMillan & Schumacher, 2010).
Method Rationale
This thematic study consisted of seven researchers who investigated a variety of
populations representing leadership roles in K-12 public schools. Leadership roles
included superintendents, assistant superintendents, and principals at both the elementary
and secondary levels. Each researcher worked with his or her specific population to
investigate the degree of importance for the 12-step principles proposed by Harvey et al.
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(2014) to create a school environment that fosters high student achievement. The survey
and interview questions were developed collaboratively with all seven researchers. All
researchers used the same methodology, survey instrument, and interview questions in
their studies. This consistency increased the depth and scope of the research. This
research addressed the gap in the literature regarding the degree of importance of the 12step principles proposed by Harvey et al. (2014).
Population
A population is defined by McMillan and Schumacher (2010) as “a group of
individuals or events from which a sample is drawn and to which results can be
generalized” (p. 129). This group has characteristics and criteria that distinguish them
from other groups desired by the researcher (Creswell, 2005). The population of this
study was assistant superintendents who work with principals and teachers on curriculum
and instruction in the California public education system. The ASCI job responsibilities
include managing curriculum, instruction, and assessment at both the school and district
levels. A critical role of the ASCI is preparing and supporting principals to guide the
teaching and learning at their school (Waters & Marzano, 2007).
There were 1,026 California public school districts in the 2017-2018 school year
with 2,050 assistant superintendents employed in these school districts (California
Department of Education, n.d.-b). Typically, school districts employ between two and
three assistant superintendents with one overseeing curriculum and instruction. Usually,
California public school districts have one ASCI. However, larger districts may have two
or more, and smaller districts may have none, with the ASCI job responsibilities falling
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on a director or superintendent. This researcher decided to refine the population to
reduce the population of approximately 1,026 ASCI to a more manageable number.
Sampling Frame
McMillan and Schumacher (2010) described the sampling frame as a set of
individuals with a specific criteria desired for a study. It would have been unrealistic for
this researcher to use all 1,026 school districts in California because of the physical
distance, time, and the fact that not all districts have an ASCI. The sampling frame was
chosen to create a more convenient population. This sampling frame included the total
number of participants from the location where the final sample was selected. The
sampling frame included ASCIs working in Orange County and Riverside County public
school districts that employ an ASCI and were designated as high-student-achievement
districts that met or exceeded standard scoring in the green or blue achievement markers
on the California School Dashboard. These counties were chosen because of the
proximity to the researcher. Twenty districts met this sampling frame criterion
(Appendices C and D), representing 20 ASCIs.
Sample
In mixed-methods research, the sample is a specific group of individuals from
whom data are collected (McMillan & Schumacher, 2010). The sample represents a
larger population and is selected based on particular criteria and characteristics. This
allows the researcher to generalize and apply the results to the population (Patton, 2015).
Purposeful and convenience sampling were used for this research. According to
McMillan and Schumacher (2010), in convenience sampling, “A group of subjects is
selected based on the basis of being accessible or expedient” (p. 137). Purposeful
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sampling selects subjects because of specific characteristics (McMillan & Schumacher,
2010).
The sample chosen for this research was five ASCIs in Orange and Riverside
counties from the sampling frame that met the high student achievement criteria as
defined for this study. Collins, Onwuegbuzie, and Jiao (2007) stated, “Sampling designs
play a pivotal role in determining the type of generalizations that is justifiable” (p.
273). Given this is an explanatory mixed methods research study with a greater focus on
the qualitative data collection and a smaller focus on the quantitative data collection,
Collins, Onwuegbuzie, and Jiao (2007) and Creswell (2005) recommend a minimum
sample size of 3 to 5. This smaller sample size provided valuable information on this
chosen topic (Myers, 2000). Further, the importance of this sample was in the depth of
knowledge obtained rather than the total number of participants in the research
(McMillan & Schumacher, 2010).
It is appropriate to use convenience and purposeful sampling, also classified as
nonprobability sampling, to narrow the population of ASCIs who meet the characteristics
of the study and who align with the study’s purpose (McMillan & Schumacher, 2010).
Characteristics of the ASCI chosen were representative of the sampling frame based on
the nonprobability sample selected for this research (McMillan & Schumacher, 2010).
Selecting a sample originated with the sampling frame of ASCIs in Orange and
Riverside counties. The researcher then used purposeful convenience sampling to
identify participants working in high-performing districts who met four of the following
six criteria:
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1. The ASCI was employed at a district within the Orange or Riverside counties with a
minimum of 30 staff members.
2. The ASCI has a minimum of 3 years of experience in his or her district.
3. The ASCI has a minimum of 5 years in the profession.
4. The ASCI has memberships in professional associations in his or her field.
5. The ASCI has articles, papers, or materials written, published, or presented at
conferences or association meetings.
6. The ASCI was willing to be a participant and agreed to the informed consent form.
To obtain the sample population, the researcher selected five ASCIs who met at
least four of the six criteria. Four of the ASCIs were selected from Orange County, and
one ASCI was chosen from Riverside County. These counties were chosen because of
the geographic proximity to the researcher. The researcher invited each ASCI to
participate in the study by e-mail or phone call (Appendix E).
Instrumentation
For this mixed-methods research study, both a survey and a semistructured
interview were administered to the sample population. The survey and interview
questions were collaboratively developed by the thematic team, which included seven
researchers and a Brandman University faculty advisor. The questions were developed
around Harvey et al.’s (2014) 12 principles that lead to a high-achieving school. A
faculty expert with a doctoral degree served as an expert for the instrument review. Both
instruments were field tested to assess the effectiveness of the protocols and questions to
collect data accurately. Alignment tables were created for both the quantitative
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(Appendix F) and qualitative (Appendix G) instruments to ensure that the questions
aligned directly with the research questions and purpose of the research.
Quantitative Instrumentation
Quantitative research uses close-ended, scaled questions to gather numerical data
(Creswell, 2015; McMillan & Schumacher, 2010). The quantitative portion of this
mixed-methods study used a 61-question survey to obtain ASCI perception data on
Harvey et al.’s (2014) 12 principles that lead to a high-achieving school environment
(Appendix H). The survey instrument was derived from the HAES survey found in the
book, Leading for Excellence (Harvey et al., 2014).
The thematic team created a draft survey instrument with feedback provided by
the thematic doctoral chair. Each researcher had the opportunity to give feedback on the
draft survey. Once a final draft was completed, the survey was field tested by each of the
seven peer researchers with educational leaders ranging from principals to
superintendents. The field test provided feedback to researchers on the clarity of the
survey directions, survey questions, and time spent taking the survey. Based on this
input, minor revisions were made to the instructions and three of the survey questions.
The thematic team and chair approved the survey as a final copy once the changes were
made. Each of the seven peer researchers had a unique web address to the
SurveyMonkey survey instrument to administer to their sample population.
Qualitative Instrumentation
The addition of a qualitative instrument in this study allowed for interview
questions, based on the same 12 principles that lead to a high-achieving school
environment used in the qualitative section, to elaborate and give a story to the statistical
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data (Patton, 2015). According to McMillan and Schumacher (2010), interviews are one
of the five methods for collecting qualitative data. In a collaborative effort, the seven
peer researchers created 12 interview questions and probes (Appendix I). To develop the
questions, the thematic team was divided into three groups. Each group developed four
semistructured interview questions with accompanying probing questions for the
interview portion of this research. These questions were shared with all members of the
thematic team. An expert in the doctoral field reviewed and gave feedback on the draft
interview questions. This expert has served in a variety of K-12 positions, including
superintendent, and has taught at the doctoral level in organizational leadership programs.
A final draft of the 12 questions included changes based on feedback from each
peer researcher and the expert. Each research member field tested the draft questions
with his or her respective piloting participant. Following the field test, the thematic team
held an online meeting to give feedback and finalize interview questions and question
probes. After the meeting, interview protocols, questions, and probes were finalized for
review by the Institutional Review Board. Once approved, the qualitative questions were
used to interview the five ASCIs.
Validity
McMillan and Schumacher (2010) defined validity as “the degree of congruence
between the explanations of the phenomena and the realities of the real world” (p. 330).
Validity refers to the trustworthiness of each instrument to accurately collect data in
quantitative and qualitative research (Roberts, 2010). To improve validity, each
instrument was reviewed by an expert in the doctoral field with experience in K-12
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education. The instruments were then field tested with a nonparticipating educational
leader who met at least four of the six criteria for the study sample.
Field Testing
Any time a new instrument is created or an existing instrument is modified, it
must be field tested (Roberts, 2010). In this research study, the survey was a modified
version of the HAES survey (Harvey et al., 2014). The interview protocol and interview
questions were created by the thematic team. Both instruments were field tested with
seven educational leaders. Participants in the field test were from high-performing
districts and met four of the six criteria used to obtain a sample for the research. The
field-test participants were not used in the final research.
Quantitative field test. The thematic research team used an existing survey and
modified it to meet the research team’s needs. This modified survey instrument was used
by each of the thematic researchers in the quantitative field test with each of their
individual field-test participants working as leaders in education. Piloting instruments is
a critical step in the research process (McMillan & Schumacher, 2010). Five principals,
one ASCI, and one superintendent participated in the field test conducted by the thematic
researchers. Each researcher took his or her respective participant through the same
survey protocols and survey questions as would occur in the actual research. An
additional component conducted during the field test was to include a feedback
questionnaire to evaluate the timing, coherence, and overall readability of the instrument
(Appendix J). This feedback was provided to the thematic research chair. A meeting to
discuss needed modifications occurred, and a final draft was created and approved by the
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thematic team. Each of the seven researchers used this instrument to collect data from
their five K-12 educational leaders.
Qualitative field test. McMillan and Schumacher (2010) asserted that a field test
or pilot test “is necessary as a check for bias in the procedures, the interviewer, and the
questions” (p. 206). A pilot test also gives feedback on the amount of time required for
an interview and the type of data obtained from the interview questions (McMillan &
Schumacher, 2010). During the qualitative field test, the research team conducted an
interview with the same individuals as those who took the quantitative survey field test.
These participants were similar to the individuals each researcher used in the actual
study.
During the field test, each participant was asked the same 12 questions, in the
same order and with the same probing questions, as were used in the actual study.
Questions were given to participants before the interview to decrease any potential
anxiety about the interview. The field test was observed by a professional researcher
with a doctoral degree and experience in the educational leadership field. After the pilot
interview, the interviewee provided feedback on the clarity of questions, the interview
process, and any additional suggestions to improve the interview procedure. The
observer gave the same feedback as the participant but also provided additional input on
the researcher's techniques of asking questions to obtain data. Input from all seven field
tests was collected and discussed at a thematic meeting. During this online meeting,
instrument protocol, questions, and probing questions were finalized and prepared for
institutional review. These final interview questions were used in the interviews with the
five ASCIs.
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Content Validity
Creswell (2005) asserted that content validity is the extent to which instrument
questions and scores collected from the questions represent all possible questions that
could be developed on a specific subject. Further, a valid instrument needs to measure
what was intended by the researcher (McMillan & Schumacher, 2010). For this research,
survey questions were developed from existing items based on the HAES survey found in
the book, Leading for Excellence (Harvey et al., 2014). The research team developed
original interview questions. These questions were reviewed by an expert in qualitative
instrument development to ensure that the items were aligned with the 12 principles that
lead to a high-achieving school environment.
Criterion Validity
Criterion validity is defined by Creswell (2012) as “whether scores from an
instrument are a good predictor of some outcome they are expected to predict” (p. 619).
The thematic team field tested both the survey questions and interview questions with a
participant in the educational leadership field. The thematic chair discussed the feedback
with the thematic team and adjusted the instruments as needed based on expert feedback.
Survey revisions included rewording the question prompt, modifying three survey
questions, and clarifying participant directions. Minor revisions to the questions were
addressed in the interview instrument. An expert in doctoral research reviewed both
survey and interview instruments before moving forward with the Institutional Review
Board process.
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Reliability
The reliability of an instrument is critical to ensure consistent results. Patten
(2014) stated that an instrument is reliable when it produces consistent results over time
with multiple participants. Further, a reliable instrument will produce scores that are
stable and consistent (Creswell, 2005). For this mixed-methods study research, the
thematic team checked the reliability of two instruments: a survey for the quantitative
part of the study and an interview for the qualitative portion. Ensuring quality research
necessitates the use of reliable instruments to collect data. The piloting of instruments is
a critical step to ensure both reliability and validity of interview and survey questions
(Kimberlin & Winterstein, 2008). For this research, each peer researcher used the same
protocols and questions for every interviewee to ensure consistency in how each question
was asked. Finally, reliability was further increased by allowing each respondent to
check his or her answers to each question and request additions and corrections as needed
(McMillan & Schumacher, 2010).
Data Collection
This explanatory mixed-methods research study included quantitative and
qualitative data collection instruments. Data collected in a mixed-methods study
complement each other. By combining the two data types, both breadth and depth of
understanding occur, giving the researcher potential new insights into the research
questions (Creswell & Plano Clark, 2018). Before beginning the data collection process,
the researcher applied for and received approval to start collecting data from the
Brandman University Institutional Review Board (Appendix K). The researcher also
completed the National Institutes of Health web-based training course (Appendix L). To
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help ensure confidentiality, notes and transcripts collected during the data collection
process were kept in a locked drawer and on a password-protected computer. Each of the
participant’s rights and privacy was protected throughout the data collection process, and
fictitious names were used in the published dissertation.
To seek out potential research participants, the researcher used contact
information publicly available to obtain e-mail and telephone numbers of the ASCIs
(California Department of Education, n.d.-b). The researcher first sent an e-mail to
ASCIs who worked in high-performing districts in Orange and Riverside counties. The
e-mail described the purpose of the study and asked if the ASCI would be interested in
participating in the research. Next, the researcher contacted interested ASCIs by phone
to discuss the necessary characteristics of participants in the research. Interested ASCIs
who met four of the six criteria were sent an e-mail with detailed information on both the
survey and interview data collection protocols. Before collecting data, all participants
signed the informed consent form to confirm their voluntary participation in this study
(Appendix M). Participants were also given the Research Participant’s Bill of Rights to
look over before agreeing to take part in the research study (Appendix N).
Quantitative Data Collection
The quantitative data collected were in the form of a 61-question Likert-style
survey. The thematic team refined the instrument and then field tested it to arrive at a
final copy to be administered to five ASCIs. Participating ASCIs were e-mailed an
invitation letter with a link to the SurveyMonkey survey. Before taking the survey, all
participants acknowledged reading the purpose and conditions of the study. All survey
data were collected through SurveyMonkey with a password-protected account.
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Qualitative Data Collection
Qualitative data were collected through face-to-face interviews with participating
ASCIs. The semistructured interview questions were designed, reviewed, and finalized
by the thematic team with guidance and feedback from the thematic chair. Participating
ASCIs were sent an invitation via e-mail. The message included the details of the study,
the Participant’s Bill of Rights, and a copy of the 12 interview questions. Before the
actual interview, the Participant’s Bill of Rights was given to each participant to read, and
each participant was given an opportunity to ask any questions regarding the interview
protocols or questions.
Data were collected during the interview in the form of two recording devices: a
digital recording device and an iPhone XR. The researcher also took handwritten notes
during the interviews. These notes allowed the researcher to record body language and
other nonverbal cues. A professional service was used to transcribe the digital
recordings. Each meeting was scheduled for 60 minutes at the ASCI’s workplace in an
office setting. Each participant was asked the same 12 interview questions in the same
order. When additional information was needed on any of the 12 questions, participants
were asked questioning probes. Each question had one questioning probe, and each of
the 12 participants was asked the same probing question as needed. After the interview,
participants were e-mailed a transcription of the interview and asked to make any
corrections or notes and return them to the researcher.
Data Analysis
In a mixed-methods study, Creswell and Plano Clark (2018) stated that “research
consists of analyzing separately the quantitative data using quantitative methods and the
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qualitative data using qualitative methods” (p. 209). In this research, survey data,
interview transcripts, and handwritten interview notes were used as sources of data
analysis. To answer the research questions, survey data from the quantitative instrument
and interview data from the qualitative instrument were analyzed and interpreted. These
data were gathered from ASCIs from high-performing districts in Orange and Riverside
counties. This explanatory mixed-methods study first collected the quantitative data and
then the qualitative data (Creswell & Plano Clark, 2018; McMillan & Schumacher, 2010;
Roberts, 2010). Once collected, the data were analyzed to reveal findings.
Quantitative Data Analysis
Quantitative data were collected from the five ASCIs through an online survey
consisting of 61 questions. The survey questions focused on the degree of importance for
the 12-step principles to create a school environment that fosters high student
achievement (Harvey et al., 2014). The survey asked Likert-style questions with a 6point scale. Response options were 1 (strongly disagree), 2 (disagree), 3 (disagree
somewhat), 4 (agree somewhat), 5 (agree), and 6 (strongly agree).
Using descriptive statistics was one way the researcher analyzed these data.
McMillan and Schumacher (2010) stated, “Descriptive statistics are used to transform a
set of numbers or observations into indices that describe or characterize the data” (p.
149). Using descriptive statistics allowed for the survey data to be presented and
interpreted through the use of concise summaries, tables, and graphs that described the
“what is” of the data (McMillan & Schumacher, 2010, p. 149).
In addition to descriptive statistics, measures of central tendency were used to
analyze the data. Central tendency includes the mean, median, and mode to provide
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information on data sets, with the mean being the most common (McMillan &
Schumacher, 2010). For this research, the mean was used to calculate percentages for
each question. Using these descriptive statistics and measures of central tendency, the
researcher made inferences concerning the overall themes that emerged from the
collected data.
Qualitative Data Analysis
Creswell (2012) stated, “Analyzing qualitative data requires understanding how to
make sense of text and images so that you can form answers to your research questions”
(p. 236). Each of the transcribed recordings was coded to organize and interpret the data
using NVivo computer software. The coded data were then organized into themes of
common strategies based on each of the 12-step principles proposed by Harvey et al.
(2014). The themes that emerged allowed the data to tell a story. Data were collected
from five face-to-face interviews with ASCIs. Transcripts were shared with each
participant to ensure that an accurate transcription took place. The steps taken in the data
analyzing process were the following:
1. Transcribed interviews were compared with the audio recording to ensure accuracy.
2. Transcriptions were uploaded to NVivo and reviewed for accuracy.
3. Possible codes were determined by using NVivo’s word frequency function and
removing words of three letters or less.
4. The data were coded using these initial codes, with additional codes added as needed.
5. The frequency of the codes was calculated concerning the 12 principles.
6. Themes were developed based on the grouping of codes using the 12 principles as a
basis for thematic development.
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The codes and themes that emerged from the data were used to answer the second
research question concerning leadership strategies for implementing the 12-step
principles to create a high-achieving school environment.
Intercoder Reliability
The qualitative data analysis portion of the study included intercoder reliability to
increase the credibility of the findings and to double code data to ensure that the
researcher and the intercoder came to the same conclusions (Patton, 2015). For this
study, the researcher used the following procedures recommended by Creswell and Poth
(2018):
1. NVivo software was used to independently establish a preliminary list of codes.
2. The draft codebook was shared among a peer researcher, and a shared understanding
of the codes was reached.
3. The draft codebook was applied to 10% of the interview data to ensure 80% or higher
agreement in the coded data.
4. The researcher revised and finalized the codebook to inform further coding.
Limitations
All studies have limitations, which are the characteristics of a study that can
adversely affect the results or the ability to use the findings on a larger population
(Roberts, 2010). The limitations of this study were the geography, sample size, and the
researcher as the instrument of data collection.
Geography
With over 1,000 public school districts in the state of California, and the majority
of them having an ASCI, it would have been unreasonable for the researcher to interview
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each ASCI. Due to geographical considerations, school districts were limited to Orange
and Riverside counties. Each of these counties includes various ethnic and
socioeconomic subgroups. The two selected counties were within a reasonable distance
for the researcher to conduct face-to-face interviews.
Sample Size
To help keep the amount of data collected to a manageable level, five ASCIs were
surveyed and interviewed. The small sample size limited the generalizability of the
findings.
Researcher as the Instrument of the Study
In a mixed-methods study, the researcher collects and analyzes the data from the
survey and interview questions (Patton, 2015). In this study, the researcher scheduled
and conducted each of the interviews. The researcher also coded and interpreted data
using NVivo software. The potential for bias is present when the researcher acts as the
instrument to conduct the interview (McMillan & Schumacher, 2010). An internal threat
to validity is also present when the researcher codes and interprets data obtained from the
survey and interview questions. In each of these cases, the bias of the interviewer could
influence the answers from the interviewee and the interpretation of the collected data.
To reduce potential bias, the researcher conducted face-to-face interviews with ASCIs
unfamiliar to the researcher and used a digital device to record all interview questions and
responses.
Summary
Chapter III reviewed the purpose statement and research questions followed by
the methodology used to carry out this study. It consisted of the research design,
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population, sample, instrumentation, data collection, and data analysis. Lastly, this
chapter discussed the limitations of the study. Chapter IV presents the findings from data
analysis, and Chapter V provides a summary of the findings, conclusions, implications
for action, and concluding remarks from the researcher.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This explanatory mixed-methods study determined how assistant superintendents
of curriculum and instruction (ASCI) percieved the degree of importance of the 12-step
principles described by Harvey et al. (2014) in the book Leading for Excellence. Further,
this study explored and described how ASCIs perceived leadership strategies for
implementing the 12-step principles. This chapter describes the quantitative results
gathered through an electronic survey and the qualitative results gathered through faceto-face interviews with ASCIs who work in high-achievement districts. The chapter
begins with a review of the purpose and research questions. The chapter then describes
the research methods for data collection, followed by a description of the population,
sample, and demographic data for this explanatory mixed-methods study. A presentation
and analysis of the data are then presented and represent the main focus of this chapter.
The data from the quantitative survey addressed Research Question 1 and are presented
in a narrative form followed by a table format. The data from the qualitative interviews
addressed Research Question 2 and are presented in a narrative format, including direct
quotes from ASCI. Chapter IV concludes with a presentation of key findings from the
study.
Purpose Statement
The purpose of this explanatory mixed-methods study was to determine the
degree of importance for the 12-step principles proposed by Harvey et al. (2014) to create
a K-12 school environment that fosters high student achievement as perceived by public
school ASCIs. A secondary purpose was to explore and describe the leadership strategies
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for implementing the 12-step principles proposed by Harvey et al. to create a K-12 school
environment that fosters high student achievement as perceived by public school ASCIs.
Research Questions
1. What is the degree of importance for the 12-step principles proposed by Harvey et al.
(2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
2. What are the leadership strategies for implementing the 12-step principles proposed by
Harvey et al. (2014) to create a K-12 school environment that fosters high student
achievement as perceived by public school ASCIs?
Research Methods and Data Collection Procedures
To answer the research questions, an explanatory mixed-methods designed
research study was conducted to examine how ASCIs support school sites to develop a
school environment that fosters high student achievement. This research design allowed
the researcher to use the quantitative survey data to serve as a foundation for the
qualitative interview data. The qualitative data gave the statistical data set a rich story
that provided both depth and breadth of the data (Patten, 2014). The interview data
provided a deeper layer of knowledge to the survey data collected from the sample
population (McMillan & Schumacher, 2010).
The data were collected from the quantitative portion of the study through an
online survey via SurveyMonkey. The 61 survey questions provided information on how
ASCIs perceived the degree of importance of the 12-step principles from Harvey et al.
(2014). The survey was followed by an in-depth interview of each ASCI to gather
information on the strategies used to implement each of the 12-step principles (Harvey et
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al., 2014). The interviews were conducted face-to-face and recorded electronically with
the permission of the ASCI. All data obtained by the researcher were stored securely.
Interrater Reliability
To increase the reliability of the study, the proverb, measure twice and cut once,
was utilized in this research study. Reliability increases when the same analyzed data
from two researchers are consistent (Patten, 2014). Interrater reliability, or intercoder
reliability, is a way to measure the reliability between researchers by having each analyze
and assess the same data to ensure consistent results (Patton, 2015). The qualitative
portion of this study included an intercoder to increase the credibility of the findings by
double coding data to ensure each researcher came to the same conclusion (Patton, 2015).
The intercoder analyzed 10% of the transcribed data to ensure 80% or higher agreement
existed between the data and ASCI strategies. In this study, the intercoder established
consistent ASCI strategies with the data, as did the researcher at a coefficient level of
80% or higher.
Population
The population for this study was ASCIs working in public schools in California.
The ASCI works with principals and teachers on curriculum and instruction. In addition,
ASCIs support principals to guide the teaching and learning at their school. California
had 1,026 pubic school districts in the 2017-2018 school year, and on average, each
school district employed one ASCI (California Department of Education, n.d.-b).
Creswell (2012) described a population as a “group of individuals having one
characteristic that distinguishes them from the other groups” (p. 142). It would be
unrealistic to include all 1,026 school districts in this research study because of the
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physical distance, time, and the fact that not all school districts have an ASCI. The
population was narrowed further by using a sampling frame where the actual sample was
selected (MacMillan & Schumacher, 2010).
The sampling frame for this research was narrowed to ASCIs working in high
student achievement districts in Orange and Riverside counties. There were 28 public
school districts in Orange County, with 18 of them meeting the high student achievement
criteria. Riverside County had 24 public school districts with two of them meeting the
high student achievement criteria (California Department of Education, n.d.-b).
Therefore, the sampling frame for this study consisted of 20 ASCIs from Orange and
Riverside counties who worked in high student achievement districts.
Sample
McMillan and Schumacher (2010) defined a sample as a “group of individuals
from whom data are collected” (p. 129). For this study, both convenience sampling and
purposeful sampling were used to obtain the sample. Convenience sampling narrowed
the focus to ASCIs who were in close proximately to the researcher yet still
representative of the sampling frame as a whole (McMillan & Schumacher, 2010).
Purposeful sampling was used to identify participants working in high student achieving
districts who met four of the following six characteristics:
1. The ASCI was employed at a district within the Orange or Riverside counties with a
minimum of 30 staff members.
2. The ASCI has a minimum of 3 years of experience in his or her district.
3. The ASCI has a minimum of 5 years in the profession.
4. The ASCI has memberships in professional associations in his or her field.
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5. The ASCI has articles, papers, or materials written, published, or presented at
conferences or association meetings.
6. The ASCI was willing to be a participant and agreed to the informed consent form.
The sample selection process started with the researcher using public information
available on district websites to acquire ASCI contact information. The researcher
contacted the ASCIs by e-mail with an overview of the study and a request to respond if
they were interested in being part of the research. ASCIs who replied were contacted by
e-mail or phone to give additional information on the study. After confirming the ASCI
interest in participating in the study, an e-mail was sent that included a link to an
electronic survey, a confirmation of the scheduled hour-long interview, the interview
protocol (Appendix I), the informed consent form (Appendix M), and the research
participants Bill of Rights (Appendix N).
Demographic Data
Five ASCIs in Orange and Riverside counties were selected to participate in this
research study. Each ASCI met at least four of the six participant criteria (Table 1).
Each participant was assigned a number to keep his or her name and district confidential.
Demographic data, including gender and basic information on educational career
experience, were collected on each participating ASCI (Table 2). All participants worked
in their current district for at least 3 years and worked in education for at least 15 years.
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Table 1
Study Criteria
Participant
Participant criteria

1

2

3

4

5

The ASCI was employed at a district within the
Orange or Riverside counties with a minimum of
30 staff members.

✓

✓

✓

✓

✓

The ASCI has a minimum of 3 years of experience
in his or her district.

✓

✓

✓

✓

✓

The ASCI has a minimum of 5 years in the
profession.

✓

✓

✓

✓

✓

The ASCI has memberships in professional
associations in his or her field.

✓

✓

The ASCI has articles, papers, or materials written,
published, or presented at conferences or
association meetings.
✓

The ASCI was willing to be a participant and
agreed to the informed consent form.

✓

✓

✓
✓

✓

✓

✓

Table 2
Demographic Information for Study Participants

Participant

Gender

Years in
education

Years at
current district

Years as
ASCI

1

F

26

26

12

2

M

16

7

2

3

F

31

31

7

4

M

20

4

4

5

F

29

22

9

Presentation and Analysis of Data
The presentation and analysis of data in this chapter were obtained through an
explanatory mixed-methods research design. Quantitative data were collected through a
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61-question survey developed to measure the degree of importance of the 12-step
principles proposed by Harvey et al. (2014) as perceived by ASCIs. Face-to-face
interviews with each ASCI produced qualitative data about leadership strategies used to
implement the 12-step principles to create a K-12 school environment that fosters high
student achievement. The survey and interview instruments measured leadership
perception and strategies that create a K-12 school environment that fosters high student
achievement. Participants were asked the same 61 survey questions and the same 12
interview questions.
Data Results and Analysis for Research Question 1
Research Question 1 asked, “What was the degree of importance for the 12-step
principles proposed by Harvey et al. (2014) to create a K-12 school environment that
fosters high student achievement as perceived by public school ASCIs?” Quantitative
survey data were obtained through a variety of questions designed to collect information
on how ASCIs perceived the degree of importance of the 12-step leadership principles
proposed by Harvey et al. (2014) that create a high-achieving environment for students.
Each set of survey questions was aligned to one of the 12-step principles (Appendix F)
with the number of questions per leadership principle ranging between three to nine. The
survey questions do not identify the behavior to a specific 12-step principle. Each
question lists some behavior descriptors and asks participants to rank the “degree of
importance to establish a school environment that fosters high student achievement.”
ASCIs were asked to answer each Likert-style question using a 6-point scale defined as 1
(strongly disagree), 2 (disagree), 3 (disagree somewhat), 4 (agree somewhat), 5 (agree),
and 6 (strongly agree).
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Summary of Survey Data on Leadership Behaviors
A summary of the survey data is represented in Table 3. Table 3 shows the
perceived importance that ASCIs placed on each of the 12-step principles of leadership as
defined by Harvey et al. (2014) to create a K-12 environment that fosters high student
achievement. Each of the 61 questions represented a leadership behavior that connected
with one of the 12-step principles. The 12-step principles include strong leadership, a
culture of high achievement, vision and values, high expectations, love and passion, focus
on learning and achievement, embedded professional development, academic
achievement and assessment for the 21st century, strength of teams, collaboration and
shared decision-making, communication, and flexibility and resilience.
Upon collecting and analyzing data from the survey, the data illustrated that each
of the 12-step leadership principles was perceived as important by ASCIs. The mean
scores for each of the 12-step principles ranged from 5.20 to 6.00, with the mean score of
5.20 representing love and passion and the mean score of 6.00 representing flexibility and
resilience. Interestingly, only the flexibility and resilience principle contained survey
responses from all ASCIs as strongly agree for the survey questions associated with that
principle. This represented a mean score of 6.00.
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Table 3
Summary of Responses for the Degree of Importance for the 12-Step Principles as Perceived by ASCI
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12-Step principles of leadership

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Flexibility and resilience

0

0%

0

0%

0

0%

0

0%

0

0%

15

100%

6.00

Focus on learning and academic rigor

0

0%

0

0%

0

0%

0

0%

1

4%

24

96%

5.96

Communication

0

0%

0

0%

0

0%

0

0%

1

7%

14

93%

5.93

High expectations*

0

0%

0

0%

0

0%

0

0%

2

13%

13

87%

5.87

Vision and values

0

0%

0

0%

0

0%

0

0%

4

20%

16

80%

5.80

Strong leadership

0

0%

0

0%

0

0%

2

7%

3

10%

25

83%

5.77

Strength of teams

0

0%

0

0%

0

0%

0

0%

5

25%

15

75%

5.75

Academic achievement and assessment for
the 21st century

0

0%

0

0%

0

0%

4

9%

8

18%

33

73%

5.64

Culture of high achievement

0

0%

0

0%

0

0%

2

5%

12

30%

26

65%

5.60

Embedded professional development

0

0%

1

3%

0

0%

4

13%

2

7%

23

77%

5.53

Collaboration and shared decision-making

0

0%

0

0%

0

0%

4

16%

10

40%

11

44%

5.28

Love and passion

0

0%

0

0%

0

0%

3

15%

10

50%

7

35%

5.20

High expectations**

5

25%

0

0%

0

0%

0

0%

2

10%

13

65%

4.65

* Question #19, “Lower student expectations” not included in the analysis of the mean.
** Question #19, “Lower student expectations” included in the analysis of the mean.

Agree

M

The next four principles had survey responses including only strongly agree and
agree. The second highest scoring principle, focus on learning and academic rigor, had a
mean score of 5.96. Ninety-six percent of the responses to the questions were strongly
agree with 4% (only one response) representing the agree scale. The leadership principle
of high expectations was analyzed in two ways. Two of the four survey questions for the
high expectations principle asked ASCIs a question that offset the other. The first
question asked ASCIs to rate their perception of “lower student expectations,” and the
second question asked ASCIs to rate their perception of “higher student expectations.”
All five ASCIs answered the first question with strongly disagree while the second
question was answered with strongly agree by all five ASCIs. The calculated mean score
when all four questions were included was 4.65. The mean score calculated when the
lower student expectations was removed from the calculations was 5.87. The mean score
of 5.87 was used for this analysis because it represented an accurate perception of ASCIs
on student expectations. Eighty-seven percent of the respondents answered strongly
agree to the set of questions with the “lower student expectations” removed. Vision and
values had a mean score of 5.80, with 80% of the ASCIs responding with strongly agree
to the questions.
The remaining seven principles had mean scores below 5.80. Strong leadership
had a mean score of 5.77, with 83% of the ASCIs responding with strongly agree.
However, for strong leadership, two of the 30 responses were answered with agree
somewhat. Because of the higher number of strongly agree, this principle had a higher
mean score then the strength of teams principle even though the strength of teams
principle did not have any of the questions answered with agree somewhat. Strength of
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teams had a mean score of 5.75, with 75% of the questions answered by ASCIs with
strongly agree. Seventy-five percent of the questions answered by the ASCI for the
academic achievement and assessment in the 21st century was in the strongly agree
category. A culture of high achievement had a mean score of 5.60 with ASCIs answering
strongly agree on 65% of the questions. Embedded professional development had a
relatively high percentage of ASCI answering strongly agree at 77%, but 16% of the
answers in the disagree and agree somewhat categories resulted in a mean score of 5.53.
The last two principles, collaboration and shared decision-making and love and
passion, had mean scores of 5.28 and 5.20, respectively. These two principles had less
than 50% of the questions answered by the participants with strongly agree.
Collaboration and shared decision-making had a mean score of 5.28, with 44% of the
questions answered with strongly agree. Thirty-five percent of the questions answered
by ASCIs for love and passion were strongly agree, resulting in a mean score of 5.20.
Analysis of the 12 Leadership Principles
The next sections review each of the 12-step principles individually. Each
principle was ranked in order of highest perceived mean to lowest perceived mean by
ASCIs. The questions were asked to indicate which behaviors were utilized by ASCIs
themselves to support site leaders to create a high-achieving school environment. The
questions asked on the survey for each of the 12-step leadership principles were reviewed
individually for an overall mean score and percentage of leaders’ responses to each
question. A table accompanies each of the 12-step principles and presents the measures
of central tendency for each individual question asked on the survey as well as the overall
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measure of central tendency of each principle as perceived by ASCIs to create a highachieving school environment.
Flexibility and resilience. Flexibility and resilience is displayed through a
leader’s ability to adapt leadership behavior to support growth in an organization while
overcoming adversity and remaining focused on an organization’s goals and needs
(Harvey et al., 2014; Hoy, 2009; Marzano et al., 2005). Table 4 shows the degree to
which ASCIs perceived the importance of flexibility and resilience to create an
environment that fosters high student achievement. Flexibility and resilience was
measured by the survey as the highest perceived 12-step principle with a mean score of
6.00 for all three questions. The questions were answered with a rank score between 1
(strongly disagree) to 6 (strongly agree). The three questions represented three
leadership behaviors: behave resiliently, practice adaptability, and practice persistence.
Each ASCI rated all three questions in the strongly agree category, resulting in each of
the questions having a mean score of 6.00. The results of these questions indicated that
flexibility and resilience was the most important behavior as perceived by ASCIs to
foster an environment of high student achievement.
It should be noted that 100% of the respondents indicated a response of strongly
agree for all behaviors associated with the flexibility and resilience leadership principle.
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Table 4
Summation of Number of Responses for the Importance of Flexibility and Resilience

Behaviors measured for flexibility
and resilience

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Behave resiliently

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Practice adaptability

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Practice persistence

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Overall degree of importance

0

0%

0

0%

0

0%

0

0%

0

0%

15

100%

6.00

Agree

M
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Focus on learning and academic rigor. The data collected from the participants
revealed that behaviors that focused on learning and academic rigor had the second most
perceived influence on creating an environment that fosters high student achievement. A
focus on learning and academic rigor is the ability of a leader to establish a set of defined
standards for increased student achievement supported by professional development and
aligned to site vision and goals (Bamburg & Andrews, 1991; Harvey et al., 2014). Table
5 illustrates the responses from ASCIs to the five questions associated with this
leadership principle. The overall mean score for a focus on learning and academic rigor
was 5.96. The leadership behaviors related to learning and academic rigor with the
highest perceived importance, as indicated by the mean score of 6.00, were “make
student learning the chief responsibility of everyone,” “set high expectations for
learning,” “define rigor,” and “support rigor.” One hundred percent of the ASCIs
answered these four questions with strongly agree. The remaining question “demand
rigor” had a mean score of 5.80, with 80% of the ASCIs answering with strongly agree
and 20% answering with agree.
It should be noted that 100% of the respondents indicated a response of either
strongly agree or agree for all behaviors associated with the focus on learning and
academic rigor leadership principle.
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Table 5
Summation of Number of Responses for the Importance of a Focus on Learning and Academic Rigor
Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Make student learning the chief
responsibility of everyone

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Set high expectations for learning

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Define rigor

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Demand rigor

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Support rigor

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Overall degree of importance

0

0%

0

0%

0

0%

0

0%

1

4%

24

96%

5.96

Behaviors measured for a focus on
learning and academic rigor

Agree

M
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Communication. The third most important leadership principle that created an
environment conducive to high student achievement, as perceived by ASCIs, was
communication. Communication is the message sent through various means such as
written and spoken language as well as body language, behavior, and actions (Arnold et
al., 2007; Harvey et al., 2014). The overall mean score for communication was 5.93.
The behaviors, “communicate that high achievement is for all” and “use of two-way
communication,” were answered with strongly agree by 100% of the participants, giving
these two behaviors a mean score of 6.00. The third and last behavior, “use all avenues
of communication,” had a mean score of 5.80. Eighty percent of the ASCIs answered
strongly agree and 20% answered with agree.
It should be noted that 100% of the respondents indicated a response of either
strongly agree or agree for all behaviors associated with the focus on the communication
leadership principle. Table 6 summarizes the responses for each of the three questions
related to the behaviors that exhibit the leadership principle of communication.
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Table 6
Summation of Number of Responses for the Importance of Communication

Behaviors measured for communication

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Use all avenues of communication

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Communicate that high achievement is
for all

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Use two-way communication

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Overall degree of importance

0

0%

0

0%

0

0%

0

0%

1

7%

14

93%

5.93

Agree

Strongly
agree
n
%

M
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High Expectations. The leadership principle of high expectations defines the
beliefs and goals set by educational leaders for all students and staff to achieve high
standards of behavior and achievement to which student achievement will be increased
(Day et al., 2001; Harvey et al., 2014; Printy & Marks, 2006). This leadership principle
contained four questions to obtain data on ASCI’s perception of the importance of high
expectations to create a school environment that fosters high student achievement. The
first two questions related to expectations were “lower student expectations” and “higher
student expectations.” One hundred percent of the ASCIs responded with strongly
disagree to the first question on lower expectations, and 100% of the ASCIs responded
with strongly agree to the second question on higher expectations. When these first two
questions were combined with the last two questions, the overall mean score for high
expectations was 4.65. However, this mean score misrepresented the ASCI’s perception
of the importance of high expectations. When the first question, “lower student
expectations,” was removed from the calculation, the mean score for the remaining three
questions became 5.87. Table 7 shows the results for all four questions with a calculated
mean score, both with the first question included and with the first question excluded
from the mean score calculation. Data for question three, “give support for high
expectations,” indicated 100% of the ASCIs responded with strongly agree. The fourth
question asked about the behavior of “have a high achievement environment” and had a
mean score of 5.60 with 60% of the ASCIs responding with strongly agree and 40%
responding with agree.
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Table 7
Summation of Number of Responses for the Importance of High Expectations

Behaviors measured for high expectations

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Lower student expectations*

5

100%

0

0%

0

0%

0

0%

0

0%

0

0%

1.00

Higher student expectations

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Give support for high expectations

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Have a high achievement environment

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Overall degree of importance

5

25%

0

0%

0

0%

0

0%

2

10%

13

65%

4.65*

Agree

M

5.87**
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* Question #19, “Lower student expectations” included in the analysis of mean
** Question #19, “Lower student expectations” not included in the analysis of mean

Vision and values. The fifth most important leadership principle used to create
an environment to increase student achievement, as perceived by ASCIs, was vision and
values. The leadership principle of vision and values is the establishment and strategic
planning of an organization’s goals and collective efforts toward increased student
achievement (Harvey et al., 2014; Lunenburg, 2010). The mean score associated with the
questions related to behaviors of vision and values was 5.80. Table 8 summarizes the
four questions ASCIs answered concerning behaviors associated with vision and values.
Two questions, “have high achievement as a goal” and “do strategic planning,” were
reported by 100% of the ASCIs as strongly agree and had a mean score of 6.00. The
participants answered the question related to the behavior of “establish common team
values,” with 80% stating strongly agree and 20% responding with agree. The mean
score for this behavior was 5.80. Finally, the last question surrounding the behavior of
“have all constituents buy-in to the values” indicated 40% of the ASCIs strongly agree
and 60% agree with a mean score of 5.40.
It should be noted that 100% of the respondents indicated a response of either
strongly agree or agree for all behaviors associated with the vision and values leadership
principle.
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Table 8
Summation of Number of Responses for the Importance of Vision and Values

Behaviors measured for vision and
values

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Have high achievement as a goal

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Establish common team values

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Do strategic planning

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Have all constituents buy-in to the
values

0

0%

0

0%

0

0%

0

0%

3

60%

2

40%

5.40

Overall degree of importance

0

0%

0

0%

0

0%

0

0%

4

20%

16

80%

5.80

Agree

M
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Strong leadership. The next most important leadership principle to foster a highachieving environment for student achievement, as perceived by ASCIs, was strong
leadership. Strong leadership is defined as the ability of a leader to establish a clear
vision and goals for an organization focused on student achievement and team
collaboration (Harvey et al., 2014; Louis, Dretzke, & Wahlstrom, 2010). Table 9 shows
the degree that ASCIs perceived the importance of strong leadership principles to achieve
a high-achieving student environment. The six questions answered by ASCI produced an
overall mean score of 5.77. Two questions, “develop and adhere to goals that focus on
student achievement” and “use collaboration,” were answered by all five ASCIs with
strongly agree to produce a mean score of 6.00. The questions with the next highest
mean score of 5.80 were “establish a clear vision for the organization,” “encourage the
good ideas of others,” and “do the right thing (versus doing things right).” Eighty percent
of the responses for these questions were answered with strongly agree and 20% were
answered with agree. Finally, the sixth question, “manage the relationships of the
institution,” had a mean score of 5.20, with 60% of the responses being strongly agree
and 40% being agree somewhat.
It should be noted that the strong leadership principle was the first of the 12-step
principles to receive a response of somewhat agree. Forty percent of the ASCIs
responded with somewhat agree to the question of “manage the relationships of the
institution.” The total overall scores for behaviors indicated that 93% of ASCIs
responded with strongly agree or agree, and 7% of the ASCIs responded with somewhat
agree for all behaviors associated with the strong leadership principle. Zero percent
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indicated a response of disagree somewhat, disagree, or strongly disagree for this
principle.
Strength of teams. ASCIs perceived the strength of teams as the seventh most
important leadership quality needed to create an environment for high student
achievement. The strength of teams is defined as having confidence that all team
members are focused on the same vision and goals, have collective self-efficacy, feel
highly valued, and celebrate high achievement together (Harvey et al., 2014; McGuigan
& Hoy, 2006). The four questions answered by ASCIs produced an overall mean score
of 5.75 with information on each question displayed in Table 10. Three of the questions
had a mean score of 5.80. The questions, “make sure I have a high functioning team,”
“make sure that everybody goes in the same direction,” and “make sure I have a role in
high achievement,” all received 80% of the responses with strongly agree and 20% with
agree. The last question, “attend to the personal side of teams,” had a mean score of
5.60, with 60% of the ASCIs responding with strongly agree and 40% responding with
agree.
It should be noted that 100% of the respondents indicated a response of either
strongly agree or agree for all behaviors associated with the strength of teams leadership
principle.
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Table 9
Summation of Number of Responses for the Importance of Strong Leadership
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Behaviors measured for strong leadership

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Establish a clear vision for the organization

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Develop and adhere to goals that focus on
student achievement

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Encourage the good ideas of others

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Do the right thing (versus doing things
right)

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use collaboration

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Manage the relationships of the institution

0

0%

0

0%

0

0%

2

40%

0

0%

3

60%

5.20

Overall degree of importance

0

0%

0

0%

0

0%

2

7%

3

10%

25

83%

5.77

Agree

Strongly
agree
n
%

M

Table 10
Summation of Number of Responses for the Importance of the Strength of Teams

Behaviors measured for the strength of
teams

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Make sure I have a high functioning team

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Make sure that everybody goes in the same
direction

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Make sure I have a role in high achievement

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Attend to the personal side of teams

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Overall degree of importance

0

0%

0

0%

0

0%

0

0%

5

25%

15

75%

5.75

Agree

Strongly
agree
n
%

M
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Academic achievement and assessment for the 21st century. Table 11 shows
how each of the nine questions related to academic achievement and assessment for the
21st century was perceived by ASCIs to create a school environment that fosters high
student achievement. Academic achievement and assessment for the 21st century is
defined as placing value on assessment data driving an educator’s decision-making and
establishing a student’s development of 21st-century skills such as communication,
collaboration, and creativity (Harvey et al., 2014; McGuigan & Hoy, 2006). Of the 12step principles that create a high-achieving environment, academic achievement and
assessment was perceived as the eighth most important leadership principle with a mean
score of 5.64.
ASCIs were asked nine questions related to academic achievement and
assessment for the 21st century. Only one of the questions, “use a team to analyze data,”
received strongly agree responses from all five of the ASCIs, resulting in a mean score of
6.00. The next highest mean score of 5.80 was scored by the questions “employ
formative assessment,” “use trend data,” and “change assessments for Common Core
Standards” with 80% of the ASCIs responding with strongly agree and 20% responding
with agree. The questions “use multiple assessments” and “use data assiduously to
improve” had a mean score of 5.60, with 60% of the ASCIs responding with strongly
agree and 40% responding with agree. The last question, “use criteria that are
authentic,” also had a mean score of 5.60; however, 20% of the ASCIs responded with a
somewhat agree response, and 80% responded with strongly agree. The question “use
data over and over again” had a mean score of 5.60 with 60% of the responses as strongly
agree and 40% of the responses with somewhat agree. Finally, the question “use
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assessment for 21st-century skills” had a mean score of 5.40, with 60% of the ASCIs
responding with strongly agree, 20% responding with agree, and 20% responding with
somewhat agree.
It should be noted that three of the nine questions received responses with
somewhat agree. These questions included “use criteria that are authentic,” “use
assessment for 21st-century skills,” and “use data over and over again.” Ninety-one
percent of the respondents indicated a response of either strongly agree or agree, and 9%
of the respondents indicated a response of somewhat agree for the behaviors associated
with the academic achievement and assessment 12-step leadership principle. Zero
percent indicated a response of disagree somewhat, disagree, or strongly disagree for this
principle.
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Table 11
Summation of Number of Responses for the Importance of Academic Achievement and Assessment for the 21st Century

108

Behaviors measured for academic
achievement and assessment for the 21st
century

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Use assessment for 21st-century skills

0

0%

0

0%

0

0%

1

20%

1

20%

3

60%

5.40

Employ formative assessment

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use multiple assessment

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Use data over and over again

0

0%

0

0%

0

0%

2

40%

0

0%

3

60%

5.20

Use data assiduously to improve

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Use trend data

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use a team to analyze data

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Change assessments for Common Core
Standards

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use criteria that are authentic

0

0%

0

0%

0

0%

1

20%

0

0%

4

80%

5.60

Overall degree of importance

0

0%

0

0%

0

0%

4

9%

8

18%

33

73%

5.64

Agree

Strongly
agree
n
%

M

Establishing a culture of high achievement. The ninth most important
leadership principle as perceived by ASCIs that fostered an environment leading to high
student achievement was establishing a culture of high achievement. Establishing a
culture of high achievement is created when value is placed on high student achievement,
trust, and agreed upon norms (Hallinger & Heck, 1998; Harvey et al., 2014). The eight
questions for this principle, as seen in Table 12, scored a mean of 5.60. Five of the
questions, “turn a toxic environment around,” “establish trust,” “make people want to be
there,” “know my staff members’ stories and honor them,” and “celebrate,” had a mean
score of 5.80 with 80% of the ASCIs responding with strongly agree and 20%
responding with agree. The next question, “use joy,” scored a mean of 5.60, with 60% of
the ASCIs responding with strongly agree and 40% responding with agree. The ASCIs
answered the question “use norms” with 40% strongly agree, 40% agree, and 20%
somewhat agree. This resulted in a mean score of 5.20. Finally, the last question, “use
artifacts, heroes, and stories,” had a mean score of 5.00 with 20% of the ASCIs
answering with strongly agree, 40% answering with agree, and 40% answering with
somewhat agree.
It should be noted that 95% of the respondents indicated a response of either
strongly agree or agree, and 5% of the respondents indicated a response of somewhat
agree for the behaviors associated with establishing a culture of high achievement
leadership principle. Zero percent indicated a response of disagree somewhat, disagree,
or strongly disagree for this 12-step principle.
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Table 12
Summation of Number of Responses for the Importance of Establishing a Culture of High Achievement
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Behaviors measured for
establishing a culture of high achievement

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Turn a toxic environment around

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Establish trust

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Make people want to be there

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use norms

0

0%

0

0%

0

0%

1

20%

2

40%

2

40%

5.20

Use artifacts, heroes, and stories

0

0%

0

0%

0

0%

1

20%

3

60%

1

20%

5.00

Know my staff members’ stories and honor
them

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Celebrate

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use joy

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Overall degree of importance

0

0%

0

0%

0

0%

2

5%

12

30%

26

65%

5.60

Agree

Strongly
agree
n
%

M

Embedded professional development. The next leadership principle, embedded
professional development, was perceived by ASCIs as the 10th most important principle
needed to establish an environment of high student achievement. Embedded professional
development is defined as a leader’s consistent and purposeful actions to ensure that
professional development is ongoing and aligned to increased student achievement and
highly functioning professional relationships (Harvey et al., 2014; Lynch et al., 2016).
This principle had six associated questions with a mean score of 5.53 with answers
ranging from disagree to strongly agree, as seen in Table 13. It should be noted that this
was the first principle where an answer of disagree was given by an ASCI. One hundred
percent of the ASCIs gave the response of strongly agree to the following three
questions: “see professional development as an intensive, ongoing, and connected
practice,” “align professional development with school improvement priorities and
goals,” and “use teacher self-assessment needs, evaluation needs, and student
achievement needs to propel professional development.” Each produced a mean score of
6.00. The questions “use school-based coaching to enhance professional learning” and
“establish mentoring and induction programs for new teachers” scored a mean of 5.80,
with 80% of the respondents answering strongly agree and 20% answering agree.
Finally, the last question, “establish technology as a focus for professional development
priorities and goals,” had a mean of 3.60 with 80% of ASCIs responding with somewhat
agree and 20% responding with disagree.
It should be noted that the mean score of 3.60 for the question related to
establishing technology for professional development lowered the overall mean score of
this principle. When this question was removed from the calculation, the mean score

111

became 5.92. This score would place this leadership principle as fourth most important
to create an environment that fosters high student achievement. It should also be noted
that for the behaviors associated with the embedded professional development leadership
principle, 85% of the respondents indicated a response of either strongly agree or agree.
Thirteen percent of the respondents indicated a response of somewhat agree, and 3%
indicated a response of disagree somewhat, disagree, or strongly disagree for this
principle.
Collaboration and shared decision-making. Table 14 shows how each of the
five questions related to collaboration and shared decision-making were perceived by
ASCIs to create a school environment that fosters high student achievement.
Collaboration and shared decision-making is defined as communication across the entire
team of any information that collectively binds a team to support increased student
achievement as well as the establishment of a high-functioning team (Forman et al.,
2017; Harvey et al., 2014). Of the 12-step principles that create a high-achieving
environment, collaboration and shared decision-making was perceived as the 11th most
important leadership principle, with a mean score of 5.28.
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Table 13
Summation of Number of Responses for the Importance of Embedded Professional Development
Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Establish technology as a focus for
professional development priorities and
goals

0

0%

1

20%

0

0%

4

80%

0

0%

0

0%

3.60

See professional development as an
intensive, ongoing, and connected practice

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Align professional development with
school improvement priorities and goals

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Use school-based coaching to enhance
professional learning

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Establish mentoring and induction
programs for new teachers

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Use teacher self-assessment needs,
evaluation needs, and student achievement
needs to propel professional development

0

0%

0

0%

0

0%

0

0%

0

0%

5

100%

6.00

Overall degree of importance

0

0%

1

3%

0

0%

4

13%

2

7%

23

77%

5.53

Behaviors measured for embedded
professional development

Agree

M
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ASCIs were asked five questions related to collaboration and shared decisionmaking. The question “implement good decision-making practice” received a mean
score of 5.80, with 80% of the ASCIs responding with strongly agree and 20%
responding with agree. The question “share the information” received a mean score of
5.60, with 60% of the ASCIs responding with strongly agree and 40% responding with
agree. The next two questions, “use the participation to get investment success” and
“broaden the involvement,” received a mean score of 5.20, with 40% of the respondents
answering strongly agree, 40% of the ASCI respondents answering agree, and 20%
answering somewhat agree. Finally, the lowest scoring question, “make sure the what
goes down, but the how goes up,” scored a mean of 4.60, with 60% of the respondents
answering agree and 40% answering somewhat agree.
It should be noted that 84% of the respondents indicated a response of either
strongly agree or agree, and 16% of the respondents indicated a response of somewhat
agree for the behaviors associated with the collaboration and shared decision-making
leadership principle. Zero percent indicated a response of disagree somewhat, disagree,
or strongly disagree for this principle.
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Table 14
Summation of Number of Responses for the Importance of Collaboration and Shared Decision-Making
Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Make sure the what goes down, but the how
goes up

0

0%

0

0%

0

0%

2

40%

3

60%

0

0%

4.60

Share the information

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Use the participation to get investment success

0

0%

0

0%

0

0%

1

20%

2

40%

2

40%

5.20

Broaden the involvement

0

0%

0

0%

0

0%

1

20%

2

40%

2

40%

5.20

Implement good decision-making practice

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Overall degree of importance

0

0%

0

0%

0

0%

4

16%

10

40%

11

44%

5.28

Behaviors measured for collaboration and
shared decision-making

Agree

Strongly
agree
n
%

M
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Love and passion. The final leadership principle, love and passion, was
perceived by ASCIs as the 12th most important principle needed to establish an
environment of high student achievement. Love and passion is defined as the values a
leader places on establishing relationships and being intentionally committed to
connecting and relating to a team and includes remaining aware of the personal needs of
teachers, maintaining personal relationships with teachers, and inspiring teachers to
accomplish things that might seem beyond their grasp (Arnold et al., 2007; Harvey et al.,
2014; Waters et al., 2003). This principle had four questions with a mean score of 5.20,
as seen in Table 15. For all four questions, strongly agree was associated with 35% of all
answers, 50% of the answers were agree, and finally, 15% of the answers provided by
ASCIs were somewhat agree. The question “love the work” had a mean score of 5.80,
with 80% of the ASCIs responding with strongly agree and 20% responding with agree.
The next question, “focus on the positive in others,” had a mean score of 5.60, with 60%
of the ASCIs responding with strongly agree and 40% responding with agree. The
question “practice skills of love” had 100% of the respondents answering with agree,
representing a mean score of 5.00. Finally, the question with the lowest mean score of
4.40, “love the people I work with,” had 40% of the ASCIs responding with agree and
60% responding with somewhat agree.
It should be noted that 85% of the respondents indicated a response of either
strongly agree or agree, and 15% of the respondents indicated a response of somewhat
agree for the behaviors associated with the love and passion leadership principle. Zero
percent indicated a response of disagree somewhat, disagree, or strongly disagree for this
principle.
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Table 15
Summation of Number of Responses for the Importance of Love and Passion

Behaviors measured for love and passion

Strongly
disagree
n
%

Disagree
n
%

Disagree
somewhat
n
%

Agree
somewhat
n
%

n

%

Strongly
agree
n
%

Love the people I work with

0

0%

0

0%

0

0%

3

60%

2

40%

0

0%

4.40

Love the work

0

0%

0

0%

0

0%

0

0%

1

20%

4

80%

5.80

Practice skills of love

0

0%

0

0%

0

0%

0

0%

5

100%

0

0%

5.00

Focus on the positive in others

0

0%

0

0%

0

0%

0

0%

2

40%

3

60%

5.60

Overall degree of importance

0

0%

0

0%

0

0%

3

15%

10

50%

7

35%

5.20

Agree

M
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Data Results and Analysis for Research Question 2
The second research question asked, “What were the leadership strategies for
implementing the 12 step principles proposed by Harvey et al. (2014) to create a K-12
school environment that fosters high student achievement as perceived by public school
ASCIs?” The qualitative data were collected through open-ended interview questions
designed to collect information on the strategies ASCIs use to implement each of the 12step principles Harvey et al. (2014) claimed led to high student achievement in K-12
public schools. Each interview question was aligned with one of the 12-step leadership
principles (Appendix G). All participants were asked the same interview questions. The
five recorded interviews were transcribed through the online software, www.temi.com,
and then uploaded into NVivo 12, a qualitative coding software.
The interview data were coded using the NVivo software to develop themes of
common strategies based on each of the 12-step principles proposed by Harvey et al.
(2014): strong leadership, a culture of high achievement, vision and values, high
expectations, love and passion, focus on learning and achievement, embedded
professional development, academic achievement and assessment for the 21st century,
strength of teams, collaboration and shared decision-making, communication, and
flexibility and resilience. The ASCI responses for each interview question were analyzed
separately for common strategies.
Summary of Interview Data on Leadership Strategies
Qualitative data were collected and coded for significant strategies based on the
answers each ASCI provided to the 12 interview questions based on the 12-step
leadership principles that foster an environment for high student achievement. A
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frequency analysis was developed to measure the strength of each code in relation to
these 12-step principles through the NVivo software. This analysis of data collected from
the five interviews produced 39 strategies and 358 frequencies. Figure 1 shows the
distribution of the strategies among the 12-step leadership principles leading to high
student achievement (Harvey et al., 2014). Figure 2 illustrates the frequency count for
each of the strategies associated with the 12-step leadership principles.
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Figure 1. Number of strategies for each 12-step leadership variable.
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Figure 2. Frequency count for coded strategies in each of the 12-step principles.

Strategy Frequency Count for the 12 Leadership Principles
Flexibility and Resilience
3%
Communication
6%
Collaboration and Shared
Decision Making
11%

Strong Leadership
9%
Establishing a Culture of High
Achievement
6%

Vision and Values
10%

Strength of Teams
14%

High Expectations
6%

Love and Passion
6%
Achievement and Assessment
in the 21st Century
9%

Embedded Professional
Development
11%

Focus on Learning and Rigor
8%

The analysis of the qualitative interview data produced 39 strategies for the 12step leadership principles. Four of the principles (strong leadership, vision and values,
focus on learning and rigor, and achievement and assessment for the 21st century) each
produced four strategies. This was followed by seven of the 12-step principles each
producing three strategies: establishing a culture of high achievement, high expectations,
love and passion, embedded professional development, strength of teams, collaboration
and shared decision-making, and communication. The last principle, flexibility and
resilience, produced two strategies. A strategy needed to have a minimum of five
frequencies for it to be included in the study. Further, each strategy needed to be
mentioned by a minimum of 60% of the respondents. Therefore, strategies with less than
five frequencies or strategies mentioned by less than 60% of the respondents were not
included in this study.
The leadership principle, strength of teams, had the highest frequency of 50
spread over four strategies. This accounted for 14% of the total frequencies. The
principle with the next highest frequency was collaboration and shared decision-making
with 39 frequencies, or 11% of the total frequencies, spread over three strategies.
Embedded professional development followed with 38 frequencies (11%) spread across
three strategies. Vision and values had the next highest frequency count, with 37 (10%)
spread across four strategies. Achievement and assessment for the 21st century and
strong leadership followed next, each representing 9% of the total frequency count.
Achievement and assessment had 34 frequencies, while strong leadership had 31
frequencies, both spread over four strategies. Focus on learning and rigor represented 8%
of the total frequencies, with 27 frequencies spread over four strategies. The next three
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leadership principles (high expectations, love and passion, and communication) each had
23 frequencies (6%) spread over three strategies. Establishing a culture of high
achievement also accounted for 6% of the total frequency count but contained 21
frequencies spread over three strategies. Finally, flexibility and resilience had two
strategies, with 12 (3%) frequencies.
Analysis of the 12 Leadership Principles
The next sections separately review each of the 12-step leadership principles that
foster a high student achievement environment as perceived by ASCIs. The data for each
of the 12-step principles were analyzed separately with detailed information, including
direct quotes and further analysis of the strategies. A table and figure accompany each of
the 12-step principles and identifies the strategies for each leadership principle, the
number of respondents who talked about the strategy in their interview responses, and the
number of times, or frequency, that the strategy was mentioned during the five
interviews.
Strong leadership. Strong leadership is defined as the act of establishing a clear
vision, developing and adhering to student-focused goals, and encouraging good ideas
from others. A strong leader does the right thing versus doing things right, collaborates
with others, and manages relationships (Harvey et al., 2014). Four strategies, with 31
frequencies (9%), emerged based on the interview data. These strategies included
“creating a collaborative culture,” “being consistent with district focus areas,” “making
the why/vision clear to all stakeholders,” and “having a strategic plan.” These
demonstrated how ASCIs perceived the strategies related to strong leadership to create a
school environment that fosters high student achievement.
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Table 16 shows the individual strategies for the principle of strong leadership, the
percentage of participants who contributed to each strategy, and the frequency count of
responses for each strategy. Figure 3 represents the strategies and the number of
frequencies for each strategy. The data came from the NVivo analysis of the ASCI
interview transcripts.
Table 16
Strategies Resulting From an Analysis of the Interviews Related to Strong Leadership
Number of
respondents

%
based on N

Frequency of
reference

Creating a collaborative culture

4

80

10

Being consistent with district focus areas

5

100

8

Making the why/vision clear to all stakeholders

5

100

8

Having a strategic plan

3

60

5

Strategy

Note. The N for interview participants = 5.

Strong Leadership
12
10

10

8

8

8

6
5

4
2
0
Creating a collaborative
culture

Being consistent with
district focus areas

Making the why/vision of
the organization clear to all
stakeholders

Figure 3. Strategies and frequencies for strong leadership.
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Having a strategic plan

Creating a collaborative culture. The first strategy associated with strong
leadership was creating a collaborative culture at both the district and school level. Four
of the five (80%) ASCIs referenced this strategy eight times. Hallinger and Heck (1998)
stated that a collaborative culture is important for laying the foundation for high student
achievement. The data collected from the ASCIs illustrated that a collaborative culture
was an important element in creating an environment that fosters high student
achievement.
The majority of the ASCIs agreed that creating a collaborative culture was
associated with strong leadership. For example, Participant 5 stated, “You do it with all
stakeholders or as many stakeholders as you can possibly get. You build consensus, you
use a lot of data and then you constantly revisit it.” Participant 1 stated, “The way to
establish a clear and effective vision for an organization is to involve your stakeholders.”
Further, when specifically talking about building innovative programs, Participant 1
continued, “Last year we brought in leaders from many of our different schools and
engaged them in a conversation about what is it going to take to grow this program.”
Being consistent with district focus areas. The next strategy associated with
strong leadership was leaders being consistent with district focus areas. This strategy was
referenced by five of five (100%) participants with eight frequencies. ASCIs agreed that
consistency with specific focus areas was an important leadership strategy. Participant 4
stated, “I guess consistent in everything we talk about from our leadership kickoff in the
beginning of the year to all of our professional developments, to the systems we build
with our principals, it’s always reinforced over and over again.” Participant 1 stated,
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“We have come back very often to the founding principles and we weave them into our
trainings. We weave them into our language.”
Making the why/vision clear to all stakeholders. Making the why/vision of the
district clear to stakeholders was referenced by five of the five (100%) participants with
eight frequencies. Participant 2 stated, “So there has to be a process by which everybody
is engaged in identifying what is our mission, what is our purpose, why do we exist?
What do we want students to be able to accomplish?” This student-centered culture is an
important part of a school or district vision (Blase & Blase, 2000; Leithwood et al.,
2006).
A common trend seen within this strategy was making the specific vision of
increasing the learning and opportunities for all students clear to all stakeholders.
Participant 5 stated, “I think it’s critical that your leaders within a district keep at the
forefront and consistently remind people of why we exist, why we’re here. We are here
for all students.” Participant 2 stated,
So every one of our secondary schools, and actually all of our elementary schools
at this point, has engaged in a specific conversation with those who needed to be
at the table around defining why they exist, what do they want kids to get and
how they have to behave in order to get all kids there. And then to set specific
goals to accomplish that.
Goldring et al. (2009) argued that without strong leadership, having a high-achieving,
student-centered learning environment is not possible.
Having a strategic plan. The fourth and last strategy associated with strong
leadership was developing and implementing a strategic plan. This strategy was
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mentioned by three of the five (60%) participants with five frequencies. A number of the
ASCIs mentioned having a strategic plan as a specific strategy that showed strong
leadership leading to high student achievement. Participant 3 stated, “We do a lot of
strategic planning in our district.” Participant 3 goes on to say, “They’re all part of that
development of that shared leadership. And so, they come together, and we identified
five focus areas and one of them is student achievement.” Educational leaders need to be
proactive and create plans that ensure staff understand and have the tools needed to
accomplish the school or district goals (Tichnor-Wagner et al., 2016).
Establishing a culture of high achievement. Educational leaders who create a
culture of high student achievement produce productive learning environments (Goddard
et al., 2015; Marks & Printy, 2003; Tichnor-Wagner et al., 2016). Peyser (2011) goes on
to say that a characteristic of most successful schools is a culture of enthusiasm for
learning. Data analyzed from the interviews produced three strategies related to a culture
of high achievement. A total of 21 frequencies (6%) were produced based on these three
strategies. The strategies included “make the why clear to all staff,” “have a laser-like
focus on student achievement,” and “collaboration of successful practices.” These
demonstrated how ASCIs perceived the strategies related to establishing a culture of high
achievement to create a school environment that fosters high student achievement.
Table 17 shows the individual strategies for the principle of establishing a culture
of high achievement, the percentage of participants who contributed to each strategy, and
the frequency count of responses for each strategy. Figure 4 represents the strategies and
the number of frequencies for each strategy. The data came from the NVivo analysis of
the ASCI interview transcripts.
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Table 17
Strategies Resulting From an Analysis of the Interviews Related to Establishing a Culture of High
Achievement
Number of
respondents

%
based on N

Frequency of
reference

Make the why clear to all staff

4

80

9

Have a laser-like focus on student achievement

5

100

7

Collaboration of successful practices

3

60

5

Strategy

Note. The N for interview participants = 5.

Establishing a Culture of High Achievement
10
9
8
7
6
5
4
3
2
1
0

9
7
5

Make the Why of high student
achievement for all students clear
to all staff

Have a laser-like focus on student
Collaboration of practices to
achievement
increase student achievement and
providing students with
opportunities to succeed

Figure 4. Strategies and frequencies for establishing a culture of high achievement.

Make the why clear to all staff. The first strategy was making the why clear to
all staff. Four of five (80%) participants referenced this strategy with nine frequencies.
Making the why clear to staff is important if a culture of high achievement is desired.
Participant 2 stated,
So, we identify that all kids can learn. And when we are clear about that and we
share the research behind that philosophy, then it’s a matter of less, how do we
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get kids there to simply, how do we take ownership for that process. So instead of
just saying, you know, this is what depth of knowledge for learning looks like, it’s
helping the teachers identify that you make a difference. For some kids, it may
not be as much of a difference. For some kids, it’s all the difference in the world
and kind of going more to like teacher efficacy.
Participant 2 continued, “Then they’ll figure out how to get there and everything that we
are doing at that point to support them, professional learning starts to make sense, you
know, and they embrace it, I think better than they would otherwise.” Participant 4
stated, “We frame it in a way of how it expands opportunities for kids in life that if a kid
can read on grade level, here’s what the research says they can do, here’s their potential
earning outcomes.”
Have a laser-like focus on student achievement. The next strategy was based on
being extremely focused on student achievement. Five of the five (100%) ASCIs
referenced this strategy with seven frequencies. A team looking at increasing student
achievement should have a strong focus on student results (DuFour et al., 2004, 2016).
Participant 1 stated,
So in terms of establishing that high achievement is a priority, we state it very
clearly through our continuous improvement efforts and that council convenes
annually to continue to tweak the document to continue to talk about what, what
we need to be doing to support our students now not yesterday but now.
Participant 3 affirmed this by stating, “And I believe that helps us believe and see that
that child is ours from kindergarten through 12th grade. They still remain ours.”
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Collaboration of successful practices. The last strategy associated with
establishing a culture of high achievement was the collaboration of staff with successful
practices. Three of the five (60%) participants referenced this strategy with five
frequencies. Hallinger and Heck (1998) claimed that creating a school environment of
high achievement requires a staff that collaborates. Louis, Dretzke, and Wahlstrom
(2010) specifically mentioned the collaborative structures of a professional learning
community (PLC) as a way to create a culture of student learning. Participant 5 stated,
We focused just on instructional strategies kind of the science of teaching if you
think of Marzano. And then we really started to buy it and go, well, wait a
minute. You know, our principals really need to be building also that positive
school climate, you know, and, and whatnot. We’ve used the analogy of bricks
and mortar with the bricks being all of these instructional strategies that we’ve
taught people.
Participant 2 stated,
So, it’s really centered around the philosophical values-based conversations
around learning for all and helping use research, those people who can say it
better than us, to do that . . .. Then they’ll figure out how to get there and
everything that we are doing at that point to support them, professional learning
starts to make sense, you know, and they embrace it, I think better than they
would otherwise.
Vision and values. Vision and values is a leadership principle that school leaders
establish and share with stakeholders (Hallinger, 2011). Marks and Prinity (2003) found
that high student achievement can be produced through a shared vision. Based on the
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ASCI’s interview data, four strategies related to vision and values were determined,
representing 37 frequencies. This represented 10% of the total frequency count for all 12
leadership principles that help create an environment that fosters high student
achievement. The strategies included “provide support to implement vision,” “keep the
focus on the goal,” “seek input from stakeholders,” and “ensure decisions align with
district vision.” These demonstrated how ASCIs perceived the strategies related to vision
and values to create a school environment that fosters high student achievement.
Table 18 shows the individual strategies for the principle of vision and values, the
percentage of participants who contributed to each strategy, and the frequency count of
responses for each strategy. Figure 5 represents the strategies and the number of
frequencies for each strategy. The data came from the NVivo analysis of the ASCI
interview transcripts.
Table 18
Strategies Resulting From an Analysis of the Interviews Related to Vision and Values
Number of
respondents

%
based on N

Frequency of
reference

Provide support to implement vision

5

100

13

Keep the focus on the goal

5

100

12

Seek input from stakeholders

3

60

7

Ensure decisions align with district vision

4

80

5

Strategy

Note. The N for interview participants = 5.
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Vision and Values
14
12
10

13

12

8
6

7

4

5

2
0
Support leadership with Keep the focus on the goal
implementation

Seek input from
stakeholders

Ensure decisions align with
district vision

Figure 5. Strategies and frequencies for vision and values.

Provide support to implement vision. The first strategy associated with vision
and values was to provide stakeholders support to implement the vision and values of the
school or district. Five of five (100%) ASCIs referenced this strategy with 13
frequencies. Providing school leaders and teachers resources to implement a vision is a
necessary step to creating an environment that fosters high student achievement.
Participant 2 stated that they offer support through the following manner: “When they
going to a conference or a workshop, often myself or an associate will go with them and
we can have that conversation and we can have, you know, discussions around what it
means for their kids.” The same participant continued, “We’ve invested in conversations,
training, and support around why it is we do what we do. So, I think we try to definitely
focus on the values around adult commitments.”
Keep the focus on the goal. The second strategy associated with the vision and
values principle was to keep the focus on the goal. Typically, the vision develops from
the goals that have been created by the school or district (Hallinger & Heck, 1998;
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Leithwood et al., 1993). Five of five (100%) ASCIs referenced this strategy with 12
frequencies, signifying the importance of this strategy to the vision and value leadership
principle. Participant 4 stated,
Through ed services divisions, we take whatever themes we’re working on and
we work those in with our directors, facilitate those through their meetings. So,
it’s a cascading effect that goes throughout the organization and there’s always
this cycle back through and check-ins on how it’s going and readjustments.
Participant 3 discussed the laser-like focus of their district: “There isn’t any goal that we
set that doesn’t link back to our strategic plan . . . . We’ll focus on that and we’ll start our
day there. So, we never lose sight of our true goals and vision.” Finally, Participant 2
stated how vision and values were discussed with a variety of stakeholders:
For us it was just engaging in that work and having the same kind of conversation
with them that we want them to have with their teachers, the principal groups,
we’re a lot more willing to have that conversation and already probably cause
they’re up in front of the people who say the message so well so often.
Seek input from stakeholders. The third strategy related to vision and values was
using input from stakeholders to develop a school or district vision and values. Three of
five (60%) participants referenced this strategy with seven frequencies. Participant 1
stated that input was collected from a variety of sources: “I would say that the
instructional vision and strategic initiatives are developed in concert with our leadership
team, with our school board. We surveyed all of our stakeholders on how well we’re
doing in meeting the strategic initiatives.” Participant 5 discussed how a new vision for
the district was developed:
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So, we went through a pretty lengthy process with our district leadership team,
which includes all administrators from the DO as well as all site administrators . .
. . We spent about a year and we also did a similar process with the board, and we
were doing those in kind of parallel hoping to come to one. We also did them
with district-level PTA and different stakeholder groups. So, we’re running all of
these activities with these different groups trying to kind of call or distill it down
to a central vision and mission. We started to use Simon Sinek’s work on the
why, you know, what is your why individually. Then we kind of expanded it out.
What is your grade levels why if you’re an elementary principal or a middle
school principal you know, if you’re the board and we were able, after it took
about a year and it took a lot of getting people to reflect and dig deep.
Ensure decisions align with district vision. The fourth and final strategy for
vision and values was to align decisions to the district vision. Four of five (80%)
participants referenced this strategy with five frequencies. A unified vision from the
district down to the school sites helps to ensure consistent school goals and a studentcentered culture (Hallinger & Heck, 1998). Participant 3 reflected on how current
strategies help align decisions to the district vision: “Each individual director has had
responsibility of understanding how they align. For a lot of years, I think our vision was
good, but our alignment was off.” Participant 2 described their district alignment: “We
wanted to have that consistency with the principal group and just so happens that it also
connects with our district mission division.”
High expectations. A link exists between the leadership principle of high
expectations and high student achievement (Hattie, 2009; Marzano, 2010). Three

133

strategies developed from the leadership principle of high expectations. This represented
23 frequencies, or 6% of the total frequency count, for all 12 leadership principles that
help create an environment that fosters high student achievement. The strategies
included “have a culture where all students can succeed,” “use data to understand student
needs,” and “have high expectations and rigor for all students.” These demonstrated how
ASCIs perceived the strategies related to high expectations to create a school
environment that fosters high student achievement.
Table 19 shows the individual strategies for the principle of high expectations, the
percentage of participants who contributed to each strategy, and the frequency count of
responses for each strategy. Figure 6 represents the strategies and the number of
frequencies for each strategy. The data came from the NVivo analysis of the ASCI
interview transcripts.
Table 19
Strategies Resulting From an Analysis of the Interviews Related to High Expectations
Number of
respondents

%
based on N

Frequency of
reference

Have a culture where all students can succeed

5

100

10

Use data to understand student needs

3

60

7

Have high expectations and rigor for all students

4

80

6

Strategy

Note. The N for interview participants = 5.
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High Expectations
12
10

10

8
7

6

6

4
2
0
Culture that all students can
succeed

Use data to understand student
needs

High expectations and rigor for all
students

Figure 6. Strategies and frequencies for high expectations.

Have a culture where all students can succeed. The first strategy associated with
high expectations was to foster a culture where all students can succeed to their fullest
potential. Five of five (100%) ASCIs referenced this strategy with 10 frequencies.
Helping to create a culture of high achievement is an area where a school leader can have
a significant effect on student achievement (Marzano et al., 2005). Participant 1
described how the district shifted this culture by increasing graduation requirements: “We
went through an interest-based process last year with our graduation requirement review
committee that had parents on it and teachers on it and district administrators and
students. And really we have just been committing up.” Participant 5 described what
this high-achieving culture looked like:
We do walkthroughs so that our principals can see what best practice looks like in
the classroom when expectations are high. But more importantly, when they’re
clear and when the students know them, when I walk in a classroom and the
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students know what the expectations of that lessons are, then I know that they’ve
owned them.
Participant 5 described a similar experience in class walk-throughs:
So that whole guaranteed viable curriculum piece. You know, if I go in one
second grade classroom, I’m not looking for robots. I don’t want the next second
grade teacher to sound and look identical to the previous one. I want them to
bring their personality. But from a content perspective and from a rigor and an
expectation perspective, it tells me how strong their collaboration is. If the
expectations are the same, you know, very, very high for every kid.
Use data to understand student needs. The second strategy associated with high
expectations was to use data to understand what the student needs in order to be
successful. Three of five (60%) participants referenced this strategy seven times.
Participant 1 stated, “They know how to focus everyone back on the data and they don’t
use the data as a hammer or a weapon. They just use it as an opportunity to understand
more about our students’ needs.” Participant 3 stated, “We look at their data through the
lens of movement and growth as opposed to green and blue. Sure, while it’s always the
goal to have every child there, I think it’s looking for those steps forward.”
Have high expectations and rigor for all students. The third and final strategy
for high expectations was to have high expectations and rigor for all students. Four of
five (80%) participants referenced this strategy six times. Teacher expectations for
student ability had a larger effect size than the student ability (Khattab, 2015).
Participant 3 said this about high expectations: “I believe that high expectations really
come from the core belief that every student can learn.” Participant 4 stated, “So you
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continue to communicate what high expectations are and that all kids will learn, that
we’re all going to be a learner, that we’re all going to be on the same team.” Finally,
Participant 1 described high expectations this way: “I think the shift for us has not just
been high expectations, but high expectations for all. And that has been an important
shift.”
Love and passion. One aspect of love and passion is about relationship building,
which a number of seminal authors agree is a critical component of strong leadership
(Bossert et al., 1982; Leithwood, 1994; Ogawa & Bossert, 1995). Based on the ASCIs
interview data, three strategies related to love and passion were determined, representing
23 frequencies, or 6% of the total frequency count, for all 12 leadership principles that
help create an environment that fosters high student achievement. The strategies
included “build relationships,” “check-in with staff,” and “be available and visible.”
These demonstrated how ASCIs perceived the strategies related to love and passion to
create a school environment that fosters high student achievement.
Table 20 shows the individual strategies for the principle of love and passion, the
percentage of participants who contributed to each strategy, and the frequency count of
responses for each strategy. Figure 7 represents the strategies and the number of
frequencies for each strategy. The data came from the NVivo analysis of the ASCI
interview transcripts.

137

Table 20
Strategies Resulting From an Analysis of the Interviews Related to Love and Passion
Number of
respondents

%
based on N

Frequency of
reference

Build relationships

5

100

13

Check-in with your staff

5

100

5

Be available and visible

3

60

5

Strategy

Note. The N for interview participants = 5.

Love and Passion
14
12

13

10
8
6
4

5

5

Check in with your staff

Be available and visible

2
0
Build relationships

Figure 7. Strategies and frequencies for love and passion.

Build relationships. The first strategy associated with love and passion was
building relationships with school and district staff. Five of the five (100%) ASCIs
referenced this strategy 13 times. School leaders who develop supportive and trusting
relationships build school environments with high student achievement (Louis, Dretzke,
& Wahlstrom, 2010; Tschannen-Moran & Gareis, 2015).
The data collected from the ASCIs illustrated that building relationships was an
important element in creating an environment that fosters high student achievement. For
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example, Participant 2 stated, “I have to model the way I interact with my principals or
my other staff at the district office. So, it’s really just being sensitive to the fact that I
give everybody the benefit of the doubt.” Participant 3 stated,
I believe that we’ve built relationships that when I need to push in and say, not
sure about that decision, how do we come back at it? They’re gonna work with
me on that. I think we connect at a human level first.
Finally, Participant 5 stated how love and passion is “just letting people know you care
and that it’s genuine.”
Check-in with your staff. The next strategy associated with the love and passion
principle was regular check-ins with staff. This strategy was referenced by five of five
(100%) participants with five frequencies. All ASCIs agreed that checking in with staff
was an important strategy related to love and passion. Participant 5 talked about
checking in with staff who are new to the district coming from the school site: “So I’m
constantly checking in, you know, you’re doing okay. I know it’s rough. It’s the first
week of school, you know, let’s go to a school site together today.” Participant 1 checks
in weekly with staff, stating,
I redesigned our executive director’s meetings so that we have a weekly action
review meeting on Wednesday and that’s where we just check-in. It’s like,
what’s going on? You guys, are you surviving when you need? What do you
need to know about that?
Be available and visible. The third and last strategy associated with love and
passion was being available and visible for staff. This strategy was mentioned by three of
the five (60%) participants with five frequencies. The ASCIs who mentioned this
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strategy did so in the context of visiting school sites and being available for school
principals. Participant 2 stated,
When I’m at their site, visiting with them, when they call me in with a question or
a problem, just taking the time to listen, to understand, to really get to know them
the way I would expect the teacher to get to know their students.
Participant 4 stated,
So, first and foremost, especially at the district level, is we’re out at sites. Like
before our interview today, I did two site walks. Our superintendent does three
cycles of walk-throughs for every site a year. So, I’ll jump into about 80 to 90%
of those in addition to the ones that I do. Or we’ll just be on site with a principal
or a TOSA. So being on site with kids is the way to stay connected.
Focus on learning and rigor. Students need a rigorous academic environment to
be successful participants in the 21st century (Savitz-Romer et al., 2009). Further, having
consistent expectations that all students receive the same rigorous learning experience is
important to create an environment that fosters high student achievement (Hallinger,
2011). Four strategies with 27 frequencies (8%) surfaced based on the interview data.
These strategies included “student learning and rigor for all,” “structures in place to
support learning and rigor,” “support a common focus,” and “focus on high leverage
standards.” These demonstrated how ASCIs perceived the strategies related to a focus on
learning and rigor to create a school environment that fosters high student achievement.
Table 21 shows the individual strategies for the principle of a focus on learning
and rigor, the percentage of participants who contributed to each strategy, and the
frequency count of responses for each strategy. Figure 8 represents the strategies and the
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number of frequencies for each strategy. The data came from the NVivo analysis of the
ASCI interview transcripts.
Table 21
Strategies Resulting From an Analysis of the Interviews Related to a Focus on Learning and
Rigor
Number of
respondents

%
based on N

Frequency of
reference

Student learning and rigor for all

4

80

10

Structures in place to support learning and rigor

5

100

6

Support a common focus

5

100

6

Focus on high leverage standards

3

60

5

Strategy

Note. The N for interview participants = 5.

Focus on Learning and Rigor
12
10

10

8
6

6

6
5

4
2
0
Conversations around
Structures in place to
Support a common focus
student learning and rigor support learning and rigor
for all

Focus on high leverage
standards

Figure 8. Strategies and frequencies for a focus on learning and rigor.

Student learning and rigor for all. The first strategy associated with a focus of
learning and rigor was the concept for ensuring high levels of learning were occurring for
all students. Four of the five (80%) ASCIs referenced this strategy 10 times. The
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research supported the strategy of student learning and rigor for all as positively
impacting student achievement (Goldring et al., 2009; Robinson et al., 2008; Tan, 2018).
The data collected from the ASCIs illustrated that continuing the discussions about high
levels of learning for all students was an important element in creating an environment
that fosters high student achievement.
The majority of the ASCIs agreed that ensuring all students receive high levels of
learning and rigor was important. Participant 1 stated, “We’ve tackled this a lot in our
learning communities because we are doubling down on the idea of a guaranteed and
viable curriculum that every kid has that same access to the same essential standards.
The same learning targets.” Participant 2 discussed looking at classroom culture to view
the strategy of high levels of rigor for all:
When we do site visits, we do a site visit at each of our secondary schools focused
on a content area. So, having the teachers in the room with our curriculum
specialists and myself, our executive director of secondary ed, the principal, just
to have a really open, honest conversation about what we want to see, what the
data shows us. So, that ultimately rigor is above everything in terms of what
we’re ultimately looking for.
Structures in place to support learning and rigor. The next strategy associated
with a focus on learning and rigor was having structures in place to support this principle.
This strategy was referenced by five of five (100%) participants with six frequencies. All
ASCIs agreed that having structures in place was an important aspect of increasing
learning and rigor. Participant 4 described a current structure used in their district:
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We actually create lab study days where we do demonstration lessons where a
teacher will open up the classroom for 10 to 15 teachers. They know they’re
coming in to observe CGI strategy or they know they’re coming in to look at
reader’s workshop. And so, we set up days where the teacher will tell them what
they’re going to see, teach it, and then come back and reflect with them
afterwards.
Participant 5 stated,
My team comes together once a month and we calibrate and we mesh it with what
the superintendent and I are seeing on our visits. That helps to develop, do we
need PD on this topic? Is this a pattern, you know, what do we need to do about
it?
Support a common focus. Supporting a common focus was referenced by five of
the five (100%) participants with six frequencies. Participant 5 described the focus at a
school level: “So if the school site is focused on math and you’re a secondary site, then
we’re going to visit math over every week when I’m there.” Participant 2 stated, “We
have a district goal that is pretty overarching, tied to learning. So, as an ed services group
we defined it further and clarified that college and career readiness is our focus.”
Research has suggested that school leaders who focus on high standards and expectations
will help create a high-achieving student environment (Goldring et al., 2009; SavitzRomer et al., 2009).
Focus on high leverage standards. The fourth and last strategy associated with a
focus on learning and rigor was keeping the focus on high leverage standards. This
strategy was mentioned by three of the five (60%) participants with five frequencies.
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Participant 4 stated, “So if our goal is to make every kid meet standards, because we
know if they can read at grade level, they’re going to have a greater opportunity to have a
happy, successful life. Nobody can argue with that.” Participant 1 stated,
It’s like, well, what do you mean that there are essential standards? You need to
teach all of them. It’s like, okay . . . it would take us, the kids would, it’s like 22
years of education to get through all of the standards. So if we don’t decide
which ones are most critical, it’s a virtual guarantee that they won’t learn the most
critical things. So that’s been a big focus for us and I’m not letting go of those
essential learning standards and the learning targets and really asking our staff to
have the conversations around endurance and leverage and readiness.
Louis, Leithwood, et al. (2010) argued that high expectations for students begin with
creating common school and district expectations that exceed state standards.
Embedded professional development. Embedding professional development is
defined as a leader’s consistent and purposeful actions to ensure that professional
development is ongoing and aligned to increased student achievement and highly
functioning professional relationships (Harvey et al., 2014; Lynch et al., 2016). Fullan
(2001) stated that the key to improving a school is providing a combination of individual
and schoolwide trainings. Three strategies, with 38 frequencies (11%), emerged based on
the interview data. The strategies included “supporting the integration of professional
development into the classroom,” “make training relevant and aligned with goals and
focus areas,” and “ongoing connected system of training.” These demonstrated how
ASCIs perceived the strategies related to embedded professional development to create a
school environment that fosters high student achievement.
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Table 22 shows the individual strategies for the principle of embedded
professional development, the percentage of participants who contributed to each
strategy, and the frequency count of responses for each strategy. Figure 9 represents the
strategies and the number of frequencies for each strategy. The data came from the
NVivo analysis of the ASCI interview transcripts.
Table 22
Strategies Resulting From an Analysis of the Interviews Related to Embedded Professional
Development
Number of
respondents

%
based on N

Frequency of
reference

Supporting the integration of professional
development into the classroom

5

100

20

Make training relevant and aligned with goals
and focus areas

4

80

10

Ongoing connected system of training

5

100

8

Strategy

Note. The N for interview participants = 5.

Embedded Professional Develoment
25
20

20

15
10

10

8

5
0
Provide support to integrate
professional development into
classroom

Make training relevant and aligned
with goals and focus areas

Ongoing connected system of
training

Figure 9. Strategies and frequencies for embedded professional development.
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Supporting the integration of professional development into the classroom. The
first strategy associated with embedded professional development was supporting
teachers in the integration of professional development in their classrooms. Five of the
five ASCIs (100%) referenced this strategy 20 times. The data collected from the ASCIs
illustrated that providing support for the integration of professional development into the
classroom was an important element of creating an environment that fosters high student
achievement.
The frequency count for supporting the implementation of professional
development was the largest of all strategies and was mentioned between two and six
times by each ASCI. Participant 2 stated, “So we want them to attend workshops,
conferences with the intent of actually applying what they’re learning.” Participant 3
stated, “So what we’ve really worked towards is having teachers on special assignment
that are in different content areas that are at the district level. So, they support the
curriculum development, but more importantly, they go out and coach.” Participant 3
then talked about specific support from the school leader:
I always believe that the site administrator has to be at least that much ahead of
everybody else. You can’t have the leader learning at the same time. They have
to know enough that they can lead. But they don’t have to be the expert.
Participant 4 stated,
So, between this moment and the next moment, here’s how we can support you.
Whether it’s through your TOSA, says here’s some things to think about through
your principal, through your grade level team, here’s exactly what you can be
doing if that works for you.
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Finally, Participant 5 stated,
You have a plan for sustainability before you even launch. That’s the critical part
is we’re not going to just launch and walk away. We’re going to launch and make
sure that we’ve allocated the resources to be sure that we’re revisiting this and
we’re keeping it alive and we’re onboarding new people and you know continuing
to discuss it.
Make training relevant and aligned with goals and focus areas. The next
strategy associated with embedded professional development was to ensure the trainings
were aligned with district and school goals and focus areas. This strategy was referenced
by four of the five (80%) participants with 10 frequencies. Participant 4 stated,
I think the relevance of what we’re doing is that it’s all interconnected. It’s not
isolated moments where you just grabbed something and then you have to go
figure it out by yourself as a teacher. It really has an intentional sequence to it
that, you know, bounces from one to the next.
Participant 5 specifically connected aligning training with the mission statement:
It’s aligning our PD efforts to our goals. And that goes back to your mission and
vision statement earlier. You know, if we’re all about student achievement, are
you doing this PD because it’s a nice shiny new tool or because we have an
established need and if we haven’t established need, then let’s look at doing it.
Finally, Participant 1 stated that their trainings aligned to the district because “we’ve
really tried to thread it together so that our trainings cover multiple things and that there
are common messages that go from training to training to training.”
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Ongoing connected system of training. The third and final strategy associated
with embedded professional development was having an ongoing connected system of
training. This strategy was mentioned by five of the five (100%) participants with eight
frequencies. Participant 2 described the way the district accomplishes this:
There’s an expectation that the teachers will come back and present to their team,
department, and the schools as a whole. Principals have been very effective at
ensuring that those experiences are provided for the staff. A lot of the staff
developments done at sites is done by teachers who are essentially training others
on what they’ve learned.
Participant 3 described their ongoing training as, “It’s never a one time. It’s a six series.
It’s a four series.” Finally, Participant 5 stated, “And if we’re going to do it, we’re going
to do it well. So, and we’ve been really fortunate with sustaining, we spent a lot of time
on that the last few years.” This system of ensuring an ongoing system of training,
especially when it is offered by peer teachers, has been found to create an environment
that increases student achievement (Allen et al., 2015).
Achievement and assessment in the 21st century. Leaders at high-achieving
schools ensure that all students have the same opportunities to master the curriculum.
Marzano et al. (2005) go as far as to say that this guaranteed and viable curriculum is a
requirement for school improvement. Four strategies, with 34 frequencies (9%), emerged
from the data. These strategies included “analyze data to drive instruction and increase
student learning,” “use multiple data sources,” “teacher created formative assessments,”
and “use teacher teams to analyze data.” These demonstrated how ASCIs perceived the
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strategies related to achievement and assessment in the 21st century to create a school
environment that fosters high student achievement.
Table 23 shows the individual strategies for the principle of achievement and
assessment in the 21st century, the percentage of participants who contributed to each
strategy, and the frequency count of responses for each strategy. Figure 10 represents the
strategies and the number of frequencies for each strategy. The data came from the
NVivo analysis of the ASCI interview transcripts.
Table 23
Strategies Resulting From an Analysis of the Interviews Related to Achievement and Assessment
in the 21st Century
Number of
respondents

%
based on N

Frequency of
reference

Analyze data to drive instruction and increase
student learning

4

80

14

Use multiple data sources

5

100

9

Teacher created formative assessments

4

80

6

Use teacher teams to analyze data

3

60

5

Strategy

Note. The N for interview participants = 5.

Achievement and Assessment in the 21st Century
16
14
12
10
8
6
4
2
0

14
9
6

Analyze data to drive Use multiple data sources Teacher created formative
instruction and increase
assessments
student learning

5
Use teacher teams to
analyze data

Figure 10. Strategies and frequencies for achievement and assessment in the 21st century.
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Analyze data to drive instruction and increase student learning. The first
strategy associated with achievement and assessment in the 21st century was to analyze
data that would drive teacher instruction and increase student learning. Four of the five
(80%) ASCIs referenced this strategy 14 times. Research has suggested that leaders from
high-achieving schools were involved directly with reviewing data of student learning
(Robinson et al., 2008). This research, along with the data collected from the
participants, illustrated that analyzing data was an important element in creating an
environment that fosters high student achievement.
The majority of the ASCIs agreed that analyzing data helps to drive instruction
and increase student learning. Participant 3 stated, “But I really believe a formative
assessment is the key to student growth . . . the common formative assessments help them
make adjustments to instruction.” Participant 4 described the importance of looking at
the right data:
But the problem is there’s so much data now that you, you can have access to it
all and that could stall you. So, it’s really about figuring out what are the high
leverage ones. So, for us, it’s reading data, it’s math data.
Use multiple data sources. The next strategy associated with achievement and
assessment in the 21st century was using a variety of data sources. Using a variety of
assessments (data sources) helps identify students who have not mastered the skills
needed for the 21st century (Kirsch et al., 2007). This strategy was referenced by five of
the five (100%) participants with nine frequencies. All ASCIs mentioned using multiple
data sources as an important strategy for the achievement and assessment leadership
principle. Participant 3 stated,

150

So, we have multiple levels of data. You know, we all know our smarter balanced
and so we’re learning how to use that, you know, each year maybe just a little bit
better. But I really believe a formative assessment is the key to student growth.
Participant 4 said,
We use our SBAC just kind of as a review and to get ready. At the elementary
level, we use reading assessments . . . . And then we’ve created our own common
problem type in CGI. So, we use those throughout the school year to inform the
instructional practices.
Participant 5 answered,
What data? Oh, there’s a lot of it. I mean, obviously we use CAASPP, you know
but that’s, you know, using Doug Reeves that’s more like the autopsy. Do you
know what I mean? So yeah, we use all kinds of formal state data, but we also
use, we have common interim assessments, common formative and common
summative for every grade level, every discipline, every semester.
Teacher created formative assessments. When used to guide instruction, the use
of formative assessments can produce learning gains (Stiggins & Chappuis, 2005). The
strategy of teacher-created formative assessments was referenced four of five times
(80%) with six frequencies. Participant 2 described district formative assessments as,
We looked at really institutionalizing a formative assessment program at each site,
which is really, I would say 80% of our emphasis is the way to both give teachers
that kind of feedback about learning that they need to work smart and for
principals to be able to hold them accountable now for their practices.
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Specifically addressing teacher-created assessments, Participant 2 continued, “And we
found the teachers believe more and trust more in the kind of assessment data they
generate themselves than something else.” Participant 5 described their district formative
assessments as, “They are all organic. Hand developed by our teachers as well as the
rubrics, and the scoring guides.”
Use teacher teams to analyze data. The fourth and final strategy associated with
achievement and assessment in the 21st century was the use of teacher teams to analyze
student data. This strategy was mentioned by three of the five (60%) participants with
five frequencies. An accurate level of student learning can be determined by having
teachers discuss and analyze student work related to predetermined learning targets
(Black &William, 1998). Participant 5 stated, “We’ve emphasized the last three years
that there’s more bang for your buck in working collectively with your team versus oneon-one with teachers.”
Strength of teams. Schools that have strong teacher teams are linked with high
student achievement (DuFour, 2004; Goddard et al., 2015; Hattie, 2015). The role of the
school leader is to help facilitate and build these strong teams (Louis, Leithwood, et al.,
2010). For this study, three strategies with 50 frequencies (14%) emerged based on the
interview data. The strategies included “create systems to strengthen team development,”
“provide support and resources to strengthen a team,” and “build interdependent with a
team.” These demonstrated how ASCIs perceived the strategies related to teams to create
a school environment that fosters high student achievement.
Table 24 shows the individual strategies for the principle of strength of teams, the
percentage of participants who contributed to each strategy, and the frequency count of
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responses for each strategy. Figure 11 represents the strategies and the number of
frequencies for each strategy. The data came from the NVivo analysis of the ASCI
interview transcripts.
Table 24
Strategies Resulting From an Analysis of the Interviews Related to the Strength of Teams
Number of
respondents

%
based on N

Frequency of
reference

Create systems to strengthen team development

5

100

19

Provide support and resources to strengthen a
team

5

100

17

Build interdependence within a team

5

100

14

Strategy

Note. The N for interview participants = 5.

Strength of Teams
20
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12
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4
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Create systems to strengthen team Provide support and resources to
development
strengthen a team

Build interdependence within a
team

Figure 11. Strategies and frequencies for strength of teams.

Create systems to strengthen team development. The first strategy associated
with the strength of teams was the creation of systems to strengthen team development.
Five of the five (100%) ASCIs referenced this strategy 19 times. Smylie et al. (2002)
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stated that it takes a strong leader to coordinate and set directions for effective teacher
teams. A number of ASCIs mentioned that creating systems helped to facilitate this
coordination.
All participants agreed that creating systems to strengthen team development was
an important strategy to create stronger teams. Participant 2 stated, “We wanted to create
PLC meetings where we were actually having the kinds of conversations about data,
about programs that we wanted our teachers to have.” Participant 3 mentioned a specific
strategy used by their district: “Our leadership academy in the feeder patterns have really
been powerful at strengthening teams.” Participant 4 stated,
The design of our principal meetings to have it specific to either leadership
development PLC or management gives us an opportunity to really drive in that
point about the only way we’re going to be effective is if we can be vulnerable
with each other.
These systems help to facilitate teacher teams to address student needs quickly and
effectively (DuFour, 2004; Smylie et al., 2002).
Provide support and resources to strengthen a team. The next strategy
associated with the strength of teams was providing support and necessary resources to
strengthen the team. This strategy was referenced by five of the five (100%) participants
with 17 frequencies. As with the previous strategy, all ASCIs agreed that providing
support and resources was a key aspect of strengthening a team. Specifically,
professional development should be targeted for the specific needs of the entire team
(Jacobson, 2010). Participant 5 described their district training:
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A lot of teams get stuck on number one. So, we designed five full days of
training and we had principals select cohorts . . . each principal brought a team of
about 10 people and they spent five days with us spread over the course of the
year.
Participant 1 stated, “So my point being that you have to develop your people and you
have to have whoever you hire, you need to equip with the skills and the strategies that
they’ll need to be successful.” Finally, Participant 4 described the process:
It has to be intentional . . . to me, you know, you can put people in a room a
thousand times and they’ll never become a team. You can put them in a room
four times and they’ll become a team. What’s the difference? It’s that
intentionality. It’s what you’re doing and it’s why you’re doing it with them.
Build interdependence within a team. The last strategy associated with building
a strong team was to build interdependence and trust within the team. This strategy was
mentioned by five of the five (100%) participants with 14 frequencies. Effective schools
have leaders who encourage teacher teams to collaborate and support each other in an
effort to increase student learning (DuFour et al., 2004; Goddard et al., 2015). Participant
1 stated,
Our leaders really appreciate once they’re here, having the opportunity to work
with their colleagues on the important work and to have conversations about what
their struggles are and what, you know, this was my goal and this is why I’m not
getting there. And, and having their colleagues not provide solutions, but ask
questions.
Participant 2 described a sense of community within the district:
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One of the benefits of having multiple schools in a district is there’s a sense of
community and pride in the district. And so, they’re more willing to reach outside
the site and help each other . . . being a systems players and really helping other
schools out.
Collaboration and shared decision-making. One characteristic of highachieving schools is a strong collaborative culture (Day et al., 2016; Hallinger, 2011).
For this study, three strategies with 39 frequencies (11%) developed from the interview
data. These strategies included “actively seek input from stakeholder groups,” “effective
decision-making structures,” and “including a wide variety of stakeholder groups.”
These demonstrated how ASCIs perceived the strategies related to collaboration and
shared decision-making.
Table 25 shows the individual strategies for the principle of collaboration and
shared decision-making, the percentage of participants who contributed to each strategy,
and the frequency count of responses for each strategy. Figure 12 represents the
strategies and the number of frequencies for each strategy. The data came from the
NVivo analysis of the ASCI interview transcripts.
Table 25
Strategies Resulting From an Analysis of the Interviews Related to Collaboration and Shared
Decision-Making
Number of
respondents

%
based on N

Frequency of
reference

Actively seek input from stakeholder groups

5

100

16

Effective decision-making structures

5

100

14

Including a wide variety of stakeholder groups

4

80

9

Strategy

Note. The N for interview participants = 5.
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Figure 12. Strategies and frequencies for collaboration and shared decision-making.

Actively seek input from stakeholder groups. The first strategy associated with
collaboration and shared decision-making was to seek input from school stakeholder
groups. Five of the five (100%) participants referenced this strategy 16 times. The data
collected from the ASCIs showed that seeking input from stakeholder groups was an
important element in creating an environment that fosters high student achievement.
Participant 5 stated, “We have all kinds of like all kinds of systems and structures
electronically that allow parents two-way communication as well as community
members.” Participant 2 responded,
They’ve had to actually engage parents and let them know what we’ve wanted to
try, but then also ask them for feedback about how it goes. They’ve done that
through surveys and through meetings face-to-face. But just having that two-way
communication about everything that they’re doing at their site.
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Finally, Participant 4 stated, “They’re not just coming and sitting in a meeting and
listening to us. They participate. And we’re intentional when we do that.”
Effective decision-making structures. The next strategy for collaboration and
shared decision-making was to have effective structures in place to make decisions. This
strategy was referenced by five of the five (100%) participants with 14 frequencies.
Leaders must decide which decisions are better made as a collective force of stakeholders
versus those decisions better made without eliciting input (Forman et al., 2017; Fullan,
2014). One structure mentioned by Participant 1 was described as “we’ve really focused
on developing norms . . . we always end up doing is kind of doing a presentation and then
putting them into small groups and getting their input.” Participant 2 described using the
California Professional Standards for Educational Leaders (CPSEL) as one structure:
So, one of the areas that we focused on ensuring that principals address in our
evaluation tool that we redesigned as hitting those CPSEL areas where
community engagement and parent engagement is part of it and helping them
identify ways that they can actually do that.
Finally, Participant 3 talked about structures for school site meetings: “We do a lot of
work. We have somebody who coordinates that. How do you develop that team? How
do you help them?”
Including a wide variety of stakeholder groups. The third and last strategy
associated with collaboration and shared decision-making was including a variety of
stakeholder groups in the decision-making process. This strategy was mentioned by four
of the five (80%) participants with nine frequencies. ASCIs described various ways they
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included a high number of stakeholder groups in the decision-making process.
Participant 3 stated,
I realized that I was hearing the same voice and there was that quiet little voice in
the back that came, but may never have been heard. So, we went to a process
where we still have a facilitator, but we have a Google sheet where they go online
and they type in what they think, and they can read what somebody else’s written.
They can talk about it at their tables before they go. So, there’s still that
conversation. But all of a sudden, we started hearing the quiet voice, and I
believe that they see that what they say translates into an action.
Participant 5 stated,
It’s sticking your head in the window when they come through the loop at the end
of the day to pick up their kids. It’s walking out with that little student, you
know, and making a positive comment to the parent and just saying, by the way,
we’ve got this parent meeting that we would love to have you involved in.
Finally, Participant 4 stated,
I think the differences we get, intentional comes to mind again, is we intentionally
reach out to critical people to ask them to be in the room. And being in our
rooms, they see the value in the outcomes because they’re equally a part of the
discussion.
Communication. Communication is vital for a school to be successful (Capra,
2002). Leaders from successful schools communicate to all stakeholders the need for all
students to be challenged at rigorous levels (Hitt et al., 2018). Data analyzed from the
ASCI interviews produced three strategies related to communication. A total of 23
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frequencies (6%) was produced from these three strategies. The strategies included “use
a variety of media to communicate,” “communicate regularly with all stakeholder
groups,” and “openly engage in topics to get multiple viewpoints.” These demonstrated
how ASCIs perceived the strategies related to communication to create a school
environment that fosters high student achievement.
Table 26 shows the individual strategies for the principle of establishing
communication, the percentage of participants who contributed to each strategy, and the
frequency count of responses for each strategy. Figure 13 represents the strategies and
the number of frequencies for each strategy. The data came from the NVivo analysis of
the ASCI interview transcripts.
Table 26
Strategies Resulting From an Analysis of the Interviews Related to Communication

Strategy

Number of
respondents

%
based on N

Frequency of
reference

Use a variety of media to communicate

5

100

11

Communicate regularly with all stakeholder
groups

4

80

7

Openly engage in topics to get multiple
viewpoints

3

60

5

Note. The N for interview participants = 5.
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Communication
12
10

11

8
7

6

5

4
2
0
Use a variety of media to
communicate

Communicate regularly with all
stakeholder groups

Openly engage in topics to get
multiple viewpoints

Figure 13. Strategies and frequencies for communication.

Use a variety of media to communicate. The first strategy was using a variety of
media to communicate with district and school stakeholders. Five of the five (100%)
participants referenced this strategy with 11 frequencies. Successful school leaders use
different modes and delivery methods to communicate with stakeholders (Hitt et al.,
2018). Participant 4 stated,
We have Twitter expectations that principals at every site tweet twice a week.
You know, we’ve got Facebook, we created videos last year, promotional videos.
So again, there is an intentional thought about how we engage the community and
what mechanisms will be most engaging.
Participant 2 stated,
As a principal, I recognized that participation from our Spanish speaking only
community was very, very small. We had people at every meeting to translate but
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we wouldn’t have more than one or two parents show up. And so, it was like,
what are we doing wrong here? So, we have a position called bilingual
community liaison. And I just said, I want to know what’s going on. And so, I
had her call families on the list and just say, why don’t you come? And the
feedback that we got was they felt uncomfortable sometimes being in that setting
because they felt like other parents knew so much more than they did. And they
were embarrassed. And so, we had a Spanish speaking only meeting where I had
to be the one with the earphones on and that setting. And I had 50 parents show.
Communicate regularly with all stakeholder groups. The next strategy was
based on regular communication with stakeholder groups. Four of the five (80%)
participants referenced this strategy with seven frequencies. Participant 3 stated, “In the
absence of information, people assume there’s nothing going on.” Participant 4 stated,
“The more we invite those people in, the more they share the good news and that’s
what’s happened.” The same participant further discussed the importance of
communicating to community stakeholders:
There are people that we invite, over half the room, that don’t have any kids in
our school district . . . . I want to say it’s like 80% of the residents don’t have kids
in our schools. So, when it comes to getting a bond passed, it’s not just about our
parents, it’s about all these other people. So, we go out and we find those people
and we bring them in, and we spread the good news.
Openly engage in topics to get multiple viewpoints. The last strategy associated
with communication was to engage a variety of stakeholders in topics. Three of the five
(60%) ASCIs referenced this strategy with five frequencies. Two-way communication is
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an important part of how effective school leaders solicit information and opinions from
their stakeholders (Marzano et al., 2005). These structures that allow for two-way
communication enhance the district and school culture, along with building relationships
with stakeholders (Alhosani et al., 2017). Participant 1 stated, “We had multiple
conversations and then it was like literally two solid months of weekends trying to put
together options based on their interests.” The same participant discussed a different
topic of conversation: “When we transitioned to integrated math and redesigned our math
pathways, that was an interest-based group and the committee was 120 people. We had
UC professors, Chapman professors, we had parents, and we had students.” A different
participant stated, “ . . . a sense that we know what our parents are going to have
pushback on. Sure, let’s, let’s get out in front of it and have those conversations ahead of
time.” Finally, Participant 3 stated,
Homework is always a heated conversation. We’re going to engage them in that
conversation, but we’re going to do so in a manner of not just, let’s complain
about what’s wrong, but what is it, what are the pluses and the deltas regarding it?
Flexibility and resilience. Effective leaders listen to a wide variety of ideas, but
once a decision is made, they will remain resilient and allow for adequate time for goals
to be accomplished (Marzano et al., 2005). Based on ASCI participant data, two
strategies related to flexibility and resilience were determined, representing 12
frequencies, or 3% of the total frequency count, for all 12 leadership principles that create
an environment that fosters high student achievement. The strategies included “ability to
look at different perspectives” and “leaders’ ability to adapt (growth mindset).” These
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demonstrated how ASCIs perceived the strategies related to flexibility and resilience to
create a school environment that fosters high student achievement.
Table 27 shows the individual strategies for the principle of flexibility and
resilience, the percentage of participants who contributed to each strategy, and the
frequency count of responses for each strategy. Figure 14 represents the strategies and
the number of frequencies for each strategy. They came from the NVivo analysis of the
ASCI interview transcripts.
Table 27
Strategies Resulting From an Analysis of the Interviews Related to Flexibility and Resilience

Strategy

Number of
respondents

%
based on N

Frequency of
reference

Ability to look at different perspectives

5

100

7

Leaders ability to adapt (growth mindset)

4

80

5

Note. The N for interview participants = 5.

Flexibility and Resilience
8
7
6

7

5

5

4
3
2
1
0
Ability to look at different perspectives

Leaders ability to adapt (growth mindset)

Figure 14. Strategies and frequencies for flexibility and resilience.
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Ability to look at different perspectives. The first strategy associated with
flexibility and resilience was the ability of leaders to look at different perspectives. Five
of five (100%) ASCIs referenced this strategy with seven frequencies. Fullwood (2016)
argued that being flexible involves listening to a variety of viewpoints to help solve
problems efficiently. Participant 5 stated,
So, we have to talk it through a lot. And coming from a little bit of a legal
background, I sometimes go, Oh, I didn’t think about it from a liability
perspective. Okay, that makes sense. How can we merge that and still
accomplish staying true to our mission and vision and, and doing what’s right by
people?
Participant 4 stated, “We’re constantly looking for input, input from principals, input
from the TOSA, input from teachers, input from whomever. You know, sometimes it
comes through community members, sometimes it gets to the school board, but we’re
learning.”
Leaders ability to adapt (growth mindset). The second strategy associated with
flexibility and resilience was the ability for leaders to adapt through a growth mindset.
Four of five (80%) ASCIs referenced this strategy with five frequencies. Participant 1
stated,
I do think that we’re pretty fortunate in terms of having leaders who are authentic
and willing to acknowledge like the making mistakes and being willing to pivot.
And I am one of them because I make plenty of mistakes all the time.
Finally, Participant 5 discussed the ability to adapt to a healthier mindset:
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And then after a while it came to my attention that that’s not helping to develop
relationships with principals and people at other departments . . . . It’s also taking
me away from really what I’m supposed to be doing. And it’s also kind of me
riding in on a white horse instead of building their capacity to resolve it on their
own. So, a few years ago I kind of made that conscious decision that, okay, this is
going to be really hard, but the next time I get that call, I’m going to listen and
I’m going to go into that consultant mode.
Summary
This chapter summarized the data and findings from two research questions based
on the 12-step principles that create an environment that fosters high student achievement
as perceived by ASCIs (Harvey et al., 2014). ASCIs ranked the degree of importance of
the 12-step leadership principles: strong leadership, establish a culture of high
achievement, vision and values, high expectations, love and passion, focus on learning
and academic rigor, embedded professional development, academic achievement and
assessment for the 21st century, strength of teams, collaboration and shared decisionmaking, communication, and flexibility and resilience. Along with perception data,
ASCIs also reported on specific strategies related to each of the 12-step principles that
helped create an environment that fosters high student achievement.
A comprehensive analysis of the quantitative survey data and the qualitative
interview data determined that all 12 leadership principles proposed by Harvey et al.
(2014) were important for creating an environment that fosters high student achievement.
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Key Findings From Quantitative Survey Data
What is the degree of importance for the 12-step principles proposed by Harvey et
al. (2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
This first research question asked ASCIs to take a survey that determined the
degree of importance of leadership behaviors linked to the 12-step principles proposed by
Harvey et al. (2014) that create a high-achieving school environment. Six of the 12-step
leadership principles were perceived as very important in creating an environment that
fosters high student achievement. These six principles were perceived at a higher rate of
importance as demonstrated by all five ASCIs rating behaviors related to each 12-step
principle with strongly agree or agree for the individual questions related to the
behaviors associated with the six leadership principles.
The six leadership principles perceived by ASCI as most important to creating an
environment that fosters high student achievement, in order of importance, were
flexibility and resilience, focus on learning and academic rigor, communication, high
expectations, vision and values, and strength of teams. These findings support leaders’
use of these six leadership principles to help establish a school environment that fosters
high student achievement. Table 28 shows the six 12-step principles perceived by ASCIs
as most important to create a high-achieving school environment, the percentage of agree
and strongly agree, and the mean score of the questions associated with the six 12-step
principles.
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Table 28
Most important 12-Step Principles as perceived by ASCI

12-Step principles of leadership

n

%

Strongly
agree
n
%

Flexibility and resilience

0

0%

15

100%

6.00

Focus on learning and academic rigor

1

4%

24

96%

5.96

Communication

1

7%

14

93%

5.93

High expectations

2

13%

13

87%

5.87

Vision and values

4

20%

16

80%

5.80

Strength of teams

5

25%

15

75%

5.75

Agree

M

Note. Degree of importance by number, % of responses, plus mean.

Each of the six 12-step principles had associated questions ranging from three to five,
each representing a specific behavior associated with the leadership principle.
The leadership principle of flexibility and resilience contained three questions
with an associated behavior integrated into each question. Each of the behaviors was
rated by 100% of the ASCIs, with strongly agreed, indicating that they were critical to
creating a high-achieving school environment. These behaviors were “behave
resiliently,” “practice adaptability,” and “practice persistence.”
The leadership principle of focus on learning and academic rigor contained five
behaviors. Four of the five behaviors were rated by 100% of the ASCIs with strongly
agree, indicating that they were critical to creating a high-achieving school environment.
These behaviors were “make student learning the chief responsibility of everyone,” “set
high expectations for learning,” “define rigor,” and “support rigor.” The last behavior,
“demand rigor,” was rated by 80% of ASCIs with strongly agree and 20% of the ASCIs
with agree.
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The leadership principle of communication contained three behaviors. Two of the
three behaviors, “communicate that high achievement is for all” and “use two-way
communication,” were rated by 100% of the ASCIs with strongly agree. The third
behavior, “use all avenues of communication,” was rated by 80% of the ASCIs with
strongly agree and 20% of the ASCIs with agree.
The leadership principle of high expectations contained four behaviors, but only
three were analyzed for having an impact on a high-achieving school environment. Two
of the three behaviors, “higher student expectations” and “give support for high
expectations,” were rated by 100% of the ASCIs with strongly agree. The third behavior,
“have a high achievement environment,” was rated by 60% of the ASCIs with strongly
agree and 40% of the ASCIs with agree.
Vision and values contained four behaviors. Two of the four behaviors, “have
high achievement as a goal” and “do strategic planning,” were rated by 100% of the
ASCIs with strongly agree. The behavior “establish common team values” was rated by
80% of the ASCIs with strongly agree and 20% of the ASCIs with agree. The last
behavior, “have all constituents buy-in to the values,” was rated by 40% of the ASCIs
with strongly agree and 60% of the ASCIs with agree.
Finally, the leadership principle of strength of teams contained four behaviors.
Three of the four behaviors, “make sure I have a high functioning team,” “make sure that
everybody goes in the same direction,” and “make sure I have a role in high
achievement,” were rated by 80% of the ASCIs with strongly agree and 20% of the
ASCIs with agree. The fourth behavior, “attend to the personal side of teams,” was rated
by 60% of the ASCIs with strongly agree and 40% of the ASCIs with agree.
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Key Findings From Qualitative Interview Data
What are the leadership strategies for implementing the 12-step principles
proposed by Harvey et al. (2014) to create a K-12 school environment that fosters high
student achievement as perceived by public school ASCIs?
This second research question asked ASCIs to answer 12 open-ended interview
questions related to the 12-step leadership principles proposed by Harvey et al. (2014):
strong leadership, establish a culture of high achievement, vision and values, high
expectations, love and passion, focus on learning and academic rigor, embedded
professional development, academic achievement and assessment for the 21st century,
strength of teams, collaboration and shared decision-making, communication, and
flexibility and resilience. The intent of the 12 interview questions was to collect data as
to leadership strategies that created an environment that fosters high student achievement.
Data from the interviews revealed that five of five ASCIs discussed the relevance
and application of all 12 leadership principles proposed by Harvey et al. (2014) as a way
to create an environment that fosters high student achievement. The researcher found
that the frequency of strategies related to the following principles where reported by
ASCIs in the highest percentages: strength of teams (14%), collaboration and shared
decision-making (11%), embedded professional development (11%), and vision and
values (10%).
The researcher desegregated the data further and looked at the total frequency
count for each strategy under the four leadership principles with the highest frequency
percentage. The strategies related to strength of teams were discussed during the
interviews more than the strategies of the other 11 principles and consisted of a total
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frequency of 50 spread over three strategies. Frequency counts for each of the strategies
individually are as follows: 19 codes for “create systems to strengthen team
development,” 17 codes for “provide support and resources to strengthen a team,” and 14
codes for “build interdependence within a team.” Strategies related to collaboration and
shared decision-making were described with a total frequency of 39 codes spread over
three strategies: “actively seek input from stakeholder groups” (16), “effective decisionmaking structures” (14), and “include a wide variety of stakeholder groups” (8).
Strategies related to embedded professional development were described with a total
frequency of 38 codes spread over three strategies: “provide support to integrate
professional development into classroom” (20), “make training relevant and aligned with
goals and focus areas” (10), and “ongoing connected system of training” (8). Finally,
strategies related to vision and values were described with a total frequency of 37 codes
spread over four strategies: “support leadership with implementation” (13), “keep the
focus on the goal” (12), “seek input from stakeholders” (7), and “ensure decisions align
with district vision” (5).
The quantitative survey data and the qualitative interview data supported the
importance of the 12-step principles proposed by Harvey et al. (2014) to create a K-12
school environment that fosters high student achievement. There was not a direct
alignment between the degree of importance for each of the 12-step principles and the
frequency of codes for each strategy used to implement each of the 12-step principles.
This will be explored further in the next chapter.
Chapter IV reported the comprehensive findings using both quantitative and
qualitative data results. Chapter V contains a more detailed discussion of these findings.
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The chapter also explores unexpected findings, conclusions, implications for action, and
recommendations for future research.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
Chapter V provides a review of the research study design, including the purpose
statement, research questions, methods, population, and sample. Chapter V also
discusses the major findings and the unexpected findings of this study. This is followed
by an overview of the conclusions reached based on the results from the data analysis of
survey data, interview data, and a comprehensive review of the literature. Implications
for action are outlined next, which will provide assistant superintendents of curriculum
and instruction (ASCI) steps to develop a K-12 school environment that fosters high
student achievement through leadership behaviors and strategies. This is followed by
recommendations for further research. Finally, Chapter V closes with concluding
remarks and reflections from the researcher.
Review of Methodology
The methodology for this study was an explanatory mixed-methods research
design. The researcher used quantitative research methods by having five ASCIs
complete an online survey to determine the degree of importance for the 12-step
leadership principles proposed by Harvey et al. (2014). The survey listed a variety of
descriptions of behaviors for each of the 12 leadership principles. These behaviors were
ranked by each ASCI as to “degree of importance to establish a school environment that
fosters high student achievement” to gather data as to the importance of each of the 12step principles proposed by Harvey et al. (2014).
The online survey was followed by face-to-face semistructured interviews with
the same five ASCIs. The data from the transcribed interviews were used to determine
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leadership strategies ASCIs used to implement the 12-step principles proposed by Harvey
et al. to create a K-12 school environment that fosters high student achievement.
Purpose Statement
The purpose of this explanatory mixed-methods study was to determine the
degree of importance for the 12-step principles proposed by Harvey et al. (2014) to create
a K-12 school environment that fosters high student achievement as perceived by public
school ASCIs. A secondary purpose was to explore and describe the leadership strategies
for implementing the 12-step principles proposed by Harvey et al. to create a K-12 school
environment that fosters high student achievement as perceived by public school ASCIs.
Research Questions
1. What is the degree of importance for the 12-step principles proposed by Harvey et al.
(2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
2. What are the leadership strategies for implementing the 12-step principles proposed by
Harvey et al. (2014) to create a K-12 school environment that fosters high student
achievement as perceived by public school ASCIs?
Population
According to McMillan and Schumacher (2010), a population is described as the
whole group of individuals where the results of a study can be generalized. ASCIs served
as the population for this mixed-methods research study. In 2017-2018, there were 1,026
ASCIs working in public school districts (California Department of Education, n.d.-b). It
would be unrealistic to include all 1,026 ASCIs in this research study because of the large
geographic region of California, time requirements, and the expense involved in
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completing the research with all ASCIs in California. The population was narrowed to a
more manageable number by using a sampling frame, or target population (McMillian &
Schumacher, 2010).
Sampling Frame
The sampling frame for this study included ASCIs who worked in Orange County
or Riverside County. The sampling frame is described by McMillian and Schumacher
(2010) as the “actual list of sampling units from which the sample is selected” (p. 129).
This sampling frame had a defining characteristic of an ASCI working in either Orange
or Riverside counties in a high-performing public school district. This refined population
is the total group of individuals where the sample could be drawn (McMillian &
Schumacher, 2010). In this study, the sampling frame included 20 ASCIs who met this
sampling frame criterion.
Sample
McMillan and Schumacher (2010) defined the sample as a “group of individuals
from whom data is collected, often representative of a specific population” (p. 490). The
chosen sample of a research study can be generalized and allow the results to be applied
to the entire population (Patton, 2015). It was important to ensure the sample quality was
high to accurately apply the inferences made from a sample to the whole population
(Patten, 2012). Researchers need to ask two questions to ensure they obtained an
appropriate sample: “Is the size adequate and is the sample biased” (Patten, 2012, p. 45).
The sample chosen for this research study included five ASCIs working in highachieving public school districts in Orange County or Riverside County. The guidelines
for sample size can vary depending on the purpose of the study (McMillan &
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Schumacher, 2010). Patton (2015) suggested that the sample size depends on what the
researcher wants to know and what can be done in a reasonable amount of time.
Creswell (2005) was more specific to the size of a sample, stating that a minimum sample
size between three and five is adequate for a mixed-methods study when the focus of the
research is on analyzing qualitative data. Purposeful convenience sampling was used to
identify five participants from the sampling frame of 20 for this study who met four of
the following six criteria:
1. The ASCI was employed at a district within the Orange or Riverside counties with a
minimum of 30 staff members.
2. The ASCI has a minimum of 3 years of experience in his or her district.
3. The ASCI has a minimum of 5 years in the profession.
4. The ASCI has memberships in professional associations in his or her field.
5. The ASCI has articles, papers, or materials written, published, or presented at
conferences or association meetings.
6. The ASCI was willing to be a participant and agreed to the informed consent form.
To gain an overall perception of the 12-step principles proposed by Harvey et al.
(2014), survey and interview data were triangulated to bring “greater credibility to the
findings” (McMillan & Schumacher, 2010, p. 26). The triangulated data include survey
data analyzed with a mean score to determine ASCIs perception of leadership behaviors
and interview data analyzed for different themes representing the strategies ASCIs used
to implement the 12-step leadership principles.
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Major Findings
The first objective of the study was to determine the degree of importance of
Harvey et al.’s (2014) 12-step principles to foster an environment of high student
achievement as perceived by ASCIs. The second objective was to determine the
strategies used to implement the 12-step principles to create an environment of high
student achievement as perceived by ASCIs. Chapter IV presented an analysis of the
data concerning these two objectives. The following sections, divided by research
question, represents a summary of the major findings of this research study. The data
analyzed from Chapter IV and the literature review from Chapter II support these major
findings.
Research Question 1
What is the degree of importance for the 12-step principles proposed by Harvey et
al. (2014) to create a K-12 school environment that fosters high student achievement as
perceived by public school ASCIs?
To answer this question, quantitative data were collected from an online survey
taken by five ASCIs from high-achieving school districts. The survey included 61
questions that measured the degree of importance for the 12-step principles that foster an
environment of high student achievement (Harvey et al., 2014). ASCIs were asked to
rank their responses from 1 to 6, with 1 being strongly disagree and 6 being strongly
agree, related to questions asking about leadership behaviors used to create an
environment of high student achievement. The percentages of responses for each
question related to behaviors, the total percentage of responses related to each of the 12step principles, and the mean of both were calculated to determine the degree of
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importance for each of the leadership principles. For a 12-step principle to be considered
part of a major finding, all five (100%) ASCIs needed to answer with either agree or
strongly agree for all questions related to the specific 12-step leadership principle.
Major finding 1: flexibility and resilience. ASCIs working in high-achieving
school districts perceived the principle of flexibility and resilience as highly important, as
indicated by behaviors related to being resilient, adaptable, and persistent. One hundred
percent of the 15 responses related to this principle was answered with strongly agree by
the ASCIs taking the Leading for Excellence survey. All five ASCIs perceived this
principle as the most important of all 12-step principles. The behaviors “practice
resiliency,” “practice adaptability,” and “practice persistence,” were all answered with
strongly agree by 100% of the ASCIs. The research of Leithwood et al. (2006) supported
this finding by determining that the school leader needs to model working through
difficult times to accomplish both individual and schoolwide goals.
Major finding 2: focus on learning and academic rigor. ASCIs working in
high-achieving school districts perceived the principle of focus on learning and academic
rigor as highly important, as indicated by behaviors related to making student learning the
responsibility of all stakeholders and setting high expectations for all students. Twentyfour of the 25 (96%) responses related to this principle were answered with strongly
agree by the ASCIs taking the Leading for Excellence survey. One response (4%) was
answered with agree. The behaviors “make student learning the chief responsibility of
everyone,” “set high expectations for learning,” “define rigor,” and “support rigor” were
answered with strongly agree by 100% of the ASCIs. The last behavior, “demand rigor,”
was nearly as important, with 80% of the responses being strongly agree and 20% of the
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responses being agree. The work of Robinson et al. (2008) supported these findings as
they found that it was the role of the school leader to support the teacher with deploying
rigorous content in the classroom and keeping the focus of the classroom on learning.
Major finding 3: communication. ASCIs working in high-achieving school
districts perceived the principle of communication as highly important, as indicated by
behaviors related to the intentional use of two-way communication methods in a variety
of formats. All but one of the 15 (93%) responses related to this principle were answered
with strongly agree by ASCIs taking the Leading for Excellence survey. One response
(7%) was answered with agree. The behaviors “communicate that high achievement is
for all” and “use two-way communication” were answered with strongly agree by 100%
of the ASCIs. The third question, “use all avenues of communication,” was nearly as
important, with 80% of the ASCIs responding with strongly agree and 20% of the ASCIs
responding with agree. The work of Hitt et al. (2018) supported this finding. They
found that leaders from high-achieving schools communicate to students, teachers, the
community, and the district office staff the necessity for all students to learn at rigorous
levels.
Major finding 4: high expectations. ASCIs working in high-achieving school
districts perceived the principle of high expectations as highly important, as indicated by
behaviors related to having high expectations for all students and providing support for
students to be successful. Eighty-seven percent of the responses related to this principle
was answered with strongly agree by the ASCIs taking the Leading for Excellence
survey. Thirteen percent of the responses were answered with agree. The behaviors
“higher student expectations” and “give support for high expectations” were answered
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with strongly agree by 100% of the ASCIs. The last behavior, “have a high achievement
environment,” was answered by 60% of ASCIs as strongly agree and 40% of the ASCIs
as agree. This finding is supported by several authors who found that high student
expectations make a difference in student achievement (Hattie, 2009; Marzano, 2010;
Rosenthal & Jacobson, 1968, 1992).
Major finding 5: vision and values. ASCIs working in high-achieving school
districts perceived the principle of vision and values as highly important, as indicated by
behaviors related to having high student achievement be part of the district’s vision and
values. Sixteen of the 20 (80%) responses related to this principle were answered with
strongly agree by the ASCIs taking the Leading for Excellence survey. Four responses
(20%) were answered with agree. The behaviors “have high achievement as a goal” and
“do strategic planning” were answered with strongly agree by 100% of the ASCIs. The
behavior “establish common team values” was answered with strongly agree by 80% of
the ASCIs, and the remaining 20% responded with agree. The behavior of “have all
constituents buy-in to the values” was answered with strongly agree by 40% of the
ASCIs, and the remaining 60% answered with agree. Leithwood et al. (2004) argued that
setting a direction through a school’s vision accounts for a large proportion of a leader’s
impact at high-achieving schools.
Major finding 6: strength of teams. ASCIs working in high-achieving school
districts perceived the principle of strength of teams as highly important, as indicated by
the behaviors related to having high functioning teams focused on high achievement.
Seventy-five percent of the responses related to this principle was answered with strongly
agree by the ASCIs taking the Leading for Excellence survey. The remaining 25% of the
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responses were answered with agree. The behaviors “make sure I have a high
functioning team,” “make sure that everybody goes in the same direction,” and “make
sure I have a role in high achievement” were answered with strongly agree by 80% of the
ASCIs, and the remaining 20% answered with agree. The last behavior, “attend to the
personal side of teams,” was answered with strongly agree by 60% of ASCIs, and the
remaining 40% answered with agree. Several seminal authors agreed that strong teams
are associated with high student achievement (Bandura, 1993; DuFour, 2004; Goddard et
al., 2015; Hattie, 2015; Louis, Leithwood, et al., 2010).
Major finding 7: importance of all 12-step principles. ASCIs working in highachieving school districts perceived all 12-step principles as important. The difference
between the mean score of the most important leadership principle (flexibility and
resilience with a mean of 6.00) and the lowest leadership principle (love and passion with
a mean of 5.20) was 0.80. The 12 leadership principles, in order of importance as
perceived by ASCIs, were flexibility and resilience, focus on learning and academic
rigor, communication, high expectations, vision and values, strong leadership, strength of
teams, academic achievement and assessment for the 21st century, culture of high
achievement, embedded professional development, collaboration and shared decisionmaking, and love and passion. The ASCIs answered with strongly agree, agree, or agree
somewhat on 99.7% of the responses on the Leading for Excellence survey. Only one
answer out of the 305 responses was in a disagree category (embedded professional
development). This data support an argument that all 12 leadership principles are
essential to creating an environment that fosters high student achievement.

181

Research Question 2
What are the leadership strategies for implementing the 12-step principles
proposed by Harvey et al. (2014) to create a K-12 school environment that fosters high
student achievement as perceived by public school ASCIs?
To answer this question, qualitative data were collected from face-to-face
interviews conducted with five ASCIs from high-achieving school districts. The
interview consisted of 12 open-ended questions that were recorded with the participant’s
permission. Each question was aligned with one of the 12-step principles proposed by
Harvey et al. (2014) that creates an environment that fosters high student achievement.
The 12-step principles include strong leadership, establish a culture of high achievement,
vision and values, high expectations, love and passion, focus on learning and academic
rigor, embedded professional development, academic achievement and assessment for the
21st century, strength of teams, collaboration and shared decision-making,
communication, and flexibility and resilience. For a 12-step principle to be considered
part of a major finding, all ASCIs had to mention at least one strategy within the specific
leadership principle. Further, the total coded frequencies of strategies within the
leadership principle needed to be 10% or more of the frequency total. Four of the 12
leadership principles met these criteria.
Major finding 8: strength of teams. ASCIs working in high-achieving school
districts discussed using strategies related to strength of teams to create an environment
that fosters high student achievement. The three strategies associated with strength of
teams were mentioned 50 times (14%) out of the total 358 times mentioned for all 39
strategies related to the 12-step principles. The response rate of 14% illustrated that
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strength of teams is an important leadership principle used to increase student
achievement. The strategies of “create systems to strengthen team development”
(frequency of 19), “provide support and resources to strengthen a team” (17), and “build
interdependence within a team” (14) were perceived to be used by ASCIs to create an
environment that leads to high student achievement. Each of the strategies was
mentioned by 100% of the ASCIs. The research of Louis, Leithwood, et al. (2010) stated
that school leaders who create strong teams deliberately structure and support each of
them. School leaders who have a system of teamwork were found to have higher rates of
student achievement (Tubin, 2015).
Major finding 9: collaboration and shared decision-making. ASCIs working
in high-achieving school districts discussed using strategies related to collaboration and
shared decision-making to create an environment that fosters high student achievement.
The three strategies associated with collaboration and shared decision-making were
mentioned 39 times (11%). The response rate at or above 10% illustrated that
collaboration and shared decision-making was an important leadership principle used to
increase student achievement. The strategies “actively seek input from stakeholder
groups” (frequency of 16), “effective decision-making structures” (14), and “include a
wide variety of stakeholder groups” (8) were perceived to be used by ASCIs to create an
environment that leads to high student achievement. Two of the strategies, “actively seek
input from stakeholder groups” and “effective decision-making structures,” were
mentioned by 100% of the ASCIs. The third strategy, “include a wide variety of
stakeholder groups,” was mentioned by 80% of the ASCIs. Combined with the use of
effective structures, these strategies were perceived by ASCIs to help ensure a wide
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variety of stakeholder involvement in collaboration discussions. Day et al. (2016) and
Hallinger (2011) substantiated these results with their research on the importance of a
strong collaborative culture to create a high-achieving school environment.
Major finding 10: embedded professional development. ASCIs working in
high-achieving school districts discussed using strategies related to embedded
professional development to create an environment that fosters high student achievement.
The three strategies associated with this principle were mentioned 38 times (11%). The
response rate of 11% indicated that embedded professional development is an important
leadership principle used to increase student achievement. The strategies “provide
support to integrate professional development into classroom” (frequency of 20), “make
training relevant and aligned with goals and focus areas” (10), and “ongoing connected
system of training” (8) were perceived to be used by ASCIs to create an environment that
leads to high student achievement. Two of the strategies, “provide support to integrate
professional development into classroom” and “ongoing connected system of training,”
were mentioned by 100% of the ASCIs. The third strategy, “make training relevant and
aligned with goals and focus areas,” was mentioned by 80% of the ASCIs. The
combination of these three strategies ensures that professional development is relevant
with ongoing support to help teachers integrate innovative ideas into their classrooms.
Research from Blase and Blase (2000) indicated that effective school leaders build trust,
which leads teachers to take risks and implement new techniques in their classroom.
Major finding 11: vision and values. ASCIs working in high-achieving school
districts discussed using strategies related to vision and values to create an environment
that fosters high student achievement. Four strategies associated with vision and values
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were mentioned 37 times (10%). The response rate of 10% indicated that vision and
values represented an important leadership principle to increase student achievement.
The strategies “support leadership with implementation” (frequency of 13) and “keep the
focus on the goal” (12) were mentioned by 100% of the ASCIs during the interview. The
strategy “seek input from stakeholders” (7) was mentioned by 60% of the ASCIs.
Finally, the strategy “ensure decisions align with district vision” (5) was mentioned by
80% of the ASCIs. By seeing input from all stakeholders, keeping the focus on the main
goal, and ensuring the goal aligns with the district vision, the principle of vision and
values helps to create an environment that fosters high student achievement. A strong
vision and values help create the structure for supporting additional resources that can
help increase student achievement (Hallinger & Heck, 1998).
Unexpected Findings
There were two unexpected findings from this research study. The first
unexpected finding was the misalignment of the 12-step principles as perceived by ASCIs
when results from Research Question 1 and Research Question 2 were compared. Only
one of the top-ranked qualitative leadership principles appeared in the top half of the
quantitative results (vision and values). Further, only two of the top-ranked quantitative
leadership principles appeared in the top half of the qualitative results (strong leadership
and strength of teams).
The results of the quantitative data ranked flexibility and resilience principle as
the most important, while the qualitative data ranked the same principle 12th. Strength of
teams was ranked as most important principle for the qualitative interview portion but
only ranked number seven for the quantitative survey data. These results suggest that

185

each of the 12-step principles has a different degree of importance, depending on the
situation or application. The degree of importance, as determined by the ranking of
specific behaviors indicative of each of the 12 principles in the survey, resulted in a
different ranking order when compared to the strategies reported for the same principle in
the qualitative interview data.
This difference in rank order between the perceived degree of importance versus
the strategies reported for the same principle could be contributed to the research goal of
each question. Research Question 1 asked ASCIs to give perceptions on behaviors
related to each of the 12-step principles. This data was used to determine the degree of
importance of each of the principles. Conversely, Research Question 2 asked ASCIs to
provide strategies related to how each of the 12-step principles were implemented in their
districts. Looking at the strategies ASCIs used to implement the 12-step principles
discussed during the interview were instructional and action oriented in nature. This is in
contrast to the transformational and people orientated nature of the survey perception
data. Many of the top ranking 12-step principles for Research Question 1 fall under
transformational leadership, or people skills. Many of the top ranking principles for
Research Question 2 fall under instructional, or actions to increase effective teaching and
learning.
Analyzing the mean scores of each principle, as perceived by ASCIs, illustrated
how closely each of the 12-step principles was to each other. Although there were
differences in the perceived “degree of importance to establish a school environment that
fosters high student achievement” for each of the survey questions, the difference
between the mean score of the highest perceived principle (flexibility and resilience) and
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the lowest perceived principle (love and passion) was determined to be 0.80. The mean
score for the lowest perceived principle, love and passion, was 5.20, which puts the
principle in the agree section of the Likert scale. This illustrates the importance of each
of the 12-step principles to create an environment that fosters high student achievement
as perceived by ASCIs.
The second unexpected result was the extremely high number of strongly agree,
agree, and somewhat agree responses to the survey questions. These three responses
were considered as positive responses and accounted for all but one of the 305 total
responses registered by ASCIs during the survey. Looking specifically at the 304
positive responses, it was found that 19 (6%) answered with somewhat agree, 60 (20%)
answered with agree, and the remaining 225 (74%) answered with strongly agree.
Although unexpected, this data support the claim that each of the 12-step principles is
important to creating an environment that fosters high student achievement.
It is worth noting that the one outlier response (disagree) fell under the embedded
professional development principle. The behavior associated with this principle,
“establish technology as a focus for professional development priorities and goals,” had
the lowest overall mean score (3.60) of the 61 survey questions. During the interview
portion of this study, ASCI did not speak specifically to the use of technology as a key
focus area but instead as an integrated teaching and learning tool as commonplace as a
pencil and paper.
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Conclusions
The major findings of this study were used to form conclusions on how ASCIs
perceive the behaviors and implement strategies associated with each of the 12-step
principles to create a K-12 environment that fosters high student achievement (Harvey et
al., 2014). The following conclusions align with the two research questions.
Conclusion 1: Importance of all 12-Step Principles
Based on the findings and the review of literature, the researcher concluded that
ASCIs perceived the use of all 12-step principles as important to support the creation of
an environment that fosters high student achievement. Overall, the ASCIs agreed or
strongly agreed that behaviors related to each of the 12-step principles were important to
increasing student achievement. This research also suggests that ASCIs who understand
and implement strategies related to each of the 12-step principles help create a school
environment of high student achievement.
Recognizing the desired behaviors and strategies needed with each of the 12-step
principles allows ASCIs to directly support the school principals’ effort to increase
student achievement at their schools. A structure needs to be in place to ensure that
principals have the support needed to improve student achievement. Once school
principals recognize the implication of each of the leadership principles, they can support
the creation of an environment that fosters high student achievement.
Conclusion 2: Involve all Stakeholders
Based on the findings and the review of literature, the researcher concluded that
ASCIs who involve all stakeholders with collaborating and communicating information
related to student achievement are highly successful at supporting the creation of an
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environment that fosters high student achievement. An important consideration when
involving stakeholders at the district and school level is to intentionally seek out students,
staff, parents, and community partners to be part of a stakeholder committee. Further,
effective ASCIs intentionally use communication and collaborative structures to ensure
all stakeholders have a voice when providing input on decisions related to student
achievement. According to Day et al. (2016) and Hallinger (2011), having a strong
collaborative culture creates an environment that fosters student achievement. ASCIs
need to ensure this culture represents the input from all stakeholders when looking to
increase learning for all students.
Conclusion 3: Alignment of Vision and Values
Based on the findings and the review of literature, the researcher concluded that
ASCIs who align their vision and values to the core belief that all students can learn at
rigorous levels are highly successful at supporting the creation of an environment that
fosters high student achievement. To be effective, a vision needs to start with a districtlevel team that communicates the message of high achievement for all students to every
stakeholder, including students (Hallinger, 2011). This alignment of a strong studentcentered vision and values creates an environment where high achievement is attainable
for all students. This direction of ensuring all students learn at rigorous levels is set
through developing a strong vision (Leithwood et al., 2004). When teachers support this
vision and have high expectations for their students, learning increases (Marzano, 2010;
Marzano et al., 2005; Rosenthal & Jacobson, 1968, 1992).
A shared vision helps create a district and a school culture that staff will follow.
Incorporating student learning into both the district and school vision provides a structure

189

for setting teacher goals, which results in a positive effect on teachers’ expectations of
students (Hallinger & Heck, 1998). When school and teacher goals are based on a
rigorous curriculum, student learning will increase. A significant role of principals at
high-achieving schools is to support the teacher in implementing rigorous content for all
students. However, it is the role of the ASCI to support principals with the
implementation of this process.
Conclusion 4: Relevant Professional Development
Based on the findings and the review of literature, the researcher concluded that
ASCIs who provide relevant professional development aligned to district goals are highly
successful at supporting the creation of an environment that fosters high student
achievement. ASCIs from high-performing districts provide resources to district and
school administrators to help support teachers integrate the learning from professional
development into their classrooms. Further, ASCIs should provide support structures,
such as academic coaches and focused classroom walk-throughs, to continue the support
beyond the training. Professional development aligned to district and school goals and
vision helps teachers see the relevance of the training. According to Schrum and Levin
(2013), teacher learning will be most productive when teachers have the support and
leadership of their principals.
Conclusion 5: Strength of Teams
Based on the findings and the review of the literature, the researcher concluded
that ASCIs who create and support high functioning teams are highly successful at
supporting the creation of an environment that fosters high student achievement. To
develop and maintain strong teams at both the district and school level, ASCIs from high-
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performing districts ensure that systems exist to monitor and strengthen both district and
school teams. In addition to creating systems, resources need to be provided to ensure
continued student growth and positive student outcomes. Louis, Leithwood, et al. (2010)
found that principals who have strong teams provide a strong structure with layered
support. This researcher found that the same structure and support are effective at the
district level through ASCIs. ASCIs from high-performing districts build
interdependence within the team. A team that collaborates and works together to address
student needs will improve the skills of all team members (Vescio et al., 2008).
Conclusion 6: Flexibility and Resilience
Based on the findings and the review of literature, it was concluded that ASCIs
who are flexible and resilient are highly successful at supporting the creation of an
environment that fosters high student achievement. Fullwood (2016) found that being
flexible means listening to a variety of viewpoints to allow a leader to solve problems
effectively. ASCIs working in high-achieving districts look at a variety of perspectives
before making a decision. ASCIs are resilient and persist through difficult times but have
the flexibility to make changes to how they get to their end goal. Strong leaders allow for
a variety of ideas to come forward, but when a decision is made, they will allow for
adequate time for the desired outcomes to be reached (Marzano et al., 2005). Day (2014)
and Leithwood (1994) contended that leaders who model resiliency toward a common
goal increase the capacity of those who follow them. ASCIs from high-achieving
districts combined resiliency with a growth mindset to move staff toward a common goal.
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Implications for Action
This study used the 12-step principles suggested by Harvey et al. (2014) as the
basis to determine the degree to which each specific leadership principle supports the
creation of an environment that increases student achievement, as perceived by ASCIs.
This study provides data that substantiate the claim that the 12-step principles support the
creation of an environment of high student achievement. The data support this claim
both collectively, where all 12 principles interplay with one another, and separately,
where each principle acts independently of the others. The prior conclusions identified a
need for implications for action. The following are the researcher’s recommendations
that address the conclusions from this study.
Implication 1: Establish a Starting Point
Educational leaders need to establish a starting point for their individualized
leadership growth. It is recommended that all K-12 site leaders and administrators
working under the ASCI take the Leading for Excellence survey. Data from the survey
will allow leaders to identify the degree of importance they place on each of the 12-step
leadership principles. Survey results will provide district and site leaders a starting point
on suggested areas of growth in each of the 12 leadership principles and the behaviors
that support each principle. Increases in any of the 12-step principles or the behaviors
that support them will create additional opportunities for increased student achievement.
ASCIs should work collaboratively with school principals on both an individual
level and in a team setting to establish individual and team goals to reach higher levels of
proficiency in each of the 12-step principles. Identifying individual growth areas along
with entire team growth areas is an important step in creating environments that foster
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high student achievement. ASCIs and support staff can take this information to help
create implementation plans with associated support structures for individual principals
or an entire leadership team to create effective strategies to increase the effectiveness of
the 12-step principles.
Implication 2: Involve Stakeholder Groups
District and school site leaders should utilize a variety of methods to
communicate and gather input from stakeholder groups. Communication methods could
include Twitter and other social media platforms, personalized phone calls, and face to
face meetings. Stakeholder groups include school staff, parents, students, and the school
community (Alhosani et al., 2017). Of particular importance is for leaders to actively
engage underrepresented groups to ensure all stakeholders have a voice in the decisions
made affecting student achievement. ASCIs should also provide systems of support to
help principals engage all stakeholder groups effectively. This could include a process
for principals to understand social media tools and how to best reach out to specific
stakeholder groups. Further, it is recommended that ASCIs include specific protocols for
principals to follow that ensure pro-active two-way communication occurs on a regular
with all stakeholder groups.
Implication 3: Focus on Learning and Academic Rigor for all Students
Based on the findings of the study and the literature review, ASCIs should create
structures and provide support to ensure high levels of learning occur for all students.
Aligning professional development to engage school administrators and teachers with
strategies to help shift the mindset from “some” students can learn at rigorous levels to
“all” students can learn at these high levels is essential to establish. Also, providing
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ongoing professional development that includes classroom strategies aligned with a
vision that all students can learn is critical to implement. Involving both site leaders and
teachers in this process is critical. Within this training, systems should be developed to
ensure professional development addresses the specific needs of the school and teacher
(Goldring et al., 2009) while continuing to align with the district vision.
ASCIs should encourage the school principal to participate or lead the charge to
focus on learning and academic rigor for all students. Professional development aligned
with this vision should include all school staff while allowing for flexibility to allow for
teacher choice (Blase & Blase, 2000). Also, ASCIs should support principals with
ensuring that teachers implement the learning from professional development.
Implication 4: Strengthen Teams
Creating and maintaining effective teams is a high leverage action that will help
create an environment that fosters high student achievement. ASCIs should provide
support to principals with both their site-based teams and principal teams. Areas of
support in this area should be centered with the 12-step leadership principles and include
coaching and establishing the fundamentals of a professional learning community (PLC).
Coaching should be personalized to meet the needs of each principal team and school site
teacher team. It is recommended that all teams be provided with PLC training to ensure
that each school and district team have a common idea of how strong teams can increase
student achievement. These training components, as with the coaching, should be
differentiated based on each team’s needs and current strength.
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Recommendations for Further Research
This study filled a gap in the literature by providing ASCI’s perceptions to the 12step principles proposed by Harvey et al. (2014) that create an environment that fosters
high student achievement. Analyzed data from the survey and interview data provided
information from ASCI’s perceptions on the following leadership principles: strong
leadership, establish a culture of high achievement, vision and values, high expectations,
love and passion, focus on learning and academic rigor, embedded professional
development, academic achievement and assessment for the 21st century, strength of
teams, collaboration and shared decision-making, communication, and flexibility and
resilience.
Recommendation 1
The researcher recommends conducting a meta-analysis study with data collected
from each of the thematic studies conducted by the “Leading for Excellence” thematic
dissertation team.
Recommendation 2
Conduct a correlational study looking at high-achieving district ASCIs and the
individual schools supported by that ASCI. This study could compare ASCI’s perceived
behaviors and strategies that supports the creation of an environment that fosters high
student achievement to the behaviors and strategies as perceived by site principals.
Recommendation 3
Conduct a correlational study that investigates the connection between the degree
of importance of each leadership behavior and the specific leadership strategies
associated with each behavior, as perceived by ASCI.
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Recommendation 4
Conduct a case study on a turnaround school district to see how the ASCI or other
district leaders used the 12-step principles of leadership to help support the creation of
high student achievement in the district.
Recommendation 5
Conduct a correlational study based on the perceived degree of importance of the
12-step leadership principles proposed by Harvey et al. (2014) and student achievement
outcomes on state standardized assessments.
Recommendation 6
Conduct a case study on high-achieving school districts and their hiring practices
of school site and district leadership staff. The study could use Day et al.’s (2016)
characteristics of effective school leaders (leadership values, qualities, and strategies) and
Harvey et al.’s (2014) leadership principles as a foundation of the study.
Recommendation 7
Conduct a case study regarding the survey behaviors proposed by Harvey et al.
(2014) being implemented as strategies to help create a K-12 school environment that
fosters high student achievement as perceived by public school and district leaders.
Recommendation 8
Conduct a correlational study that investigates the connection between the degree
of importance of each leadership principle and the specific activity or situation where one
of Harvey et al.’s (2014) 12-step principles is applied, as perceived by ASCIs.
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Recommendation 9
Conduct a replication study that focuses specifically on Title 1 schools within
high achieving districts to investigate how site and district leaders used the 12-step
principles of leadership to help support the creation of an environment that fosters high
student achievement.
Concluding Remarks and Reflections
This study added to the limited literature on the impact that ASCIs have in
supporting the creation of an environment that fosters high student achievement. Using
the lens of the 12-step leadership principles proposed by Harvey et al. (2014), the
researcher concluded that all 12 of the leadership principles are essential to increasing
student learning. Certain behaviors and strategies did rise to the top as being perceived to
be more effective, but in the end, each of the individual principles builds off one another
as they comingle to ensure that all students learn at high levels.
This study does reveal some perplexing issues with the current education system.
The challenge is stated best from Tom Hierck (2014): “We have 21st century students
being instructed by 20th century adults using 19th century pedagogy and tools on an 18th
century school calendar” (para. 3). The current outdated system of classroom teaching
has not evolved into what current students need to be successful.
There is hope. The five ASCIs interviewed were enthusiastic about current
research and trends in student learning they observed when schools fully embraced them.
All five participating leaders were optimistic about the future of their districts moving
toward realizing the vision that all students will reach high levels of academic
achievement. Common strategies all five ASCIs mentioned making a difference
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materialized in the interview portion of this research. Each ASCI helped develop a
strong vision where the goal was for all students to learn at high levels. This requires a
strong, unwavering team that keeps this vision at the base of everything occurring from
the classroom to the district office. A strong leadership team needs to provide support
and resources to achieve this goal. Further, any team, from the school site to the district
office, needs to be interdependent on each and every member.
Waters and Marzano (2007) contended that a critical role of the ASCI is preparing
and supporting principals to guide the teaching and learning at their school. Louis,
Leithwood, et al. (2010) and Murphy and Hallinger (1988) agreed, finding that highperforming districts have instructionally focused leadership from the superintendent and
the district administrative team. Leaders from high-achieving school districts work
closely with district and principal leadership teams by strategically using the 12-step
principles of strong leadership, a culture of high achievement, vision and values, high
expectations, love and passion, focus on learning and achievement, embedded
professional development, academic achievement and assessment for the 21st century,
strength of teams, collaboration and shared decision-making, communication, and
flexibility and resilience.
Conducting this research study, particularly the portion of interviewing ASCIs
from high-achieving school districts, helped my own growth as a public school district
leader. Analyzing the survey and interview data illustrated the importance of all 12
leadership principles developed by Harvey et al. (2014). Each one builds on another and
were seldom seen in isolation. In particular, data collected during the interview portion
of the study were impactful to my growth as an instructional and transformational leader.
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One example mentioned by all five ASCIs during the interviews centered around
developing effective systems. Developing robust systems embraced and implemented by
school and district staff is a critical aspect to increasing student achievement at both the
school and district levels. Implementing effective systems allows for a vision to be
effectively integrated into schools and departments at the district level. This creates
common student-centered focus areas observable at all school and district levels.
Systems that allow for a student-centered vision to be threaded into all aspects of a school
district increase the likelihood that high student achievement will occur.
Chapter II started with a quote from Robert Marzano: “Leadership is not a solo
act; it’s a team performance.” This could not be truer in the world of education, where
the goal is for all students to be placed in an environment that fosters high student
achievement. The ASCIs included in this study exemplify what a strong leader does both
at the district and school level to support schools with increasing high levels of student
learning for all students.
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APPENDIX B
Permission to Use Data Collection Instrument

From: "Devore, Douglas" <ddevore@brandman.edu>
Subject: Permission to use Likert Scale data collection instrument
Date: May 28, 2019 at 10:49:26 AM MST
To: "Devore, Douglas" <ddevore@brandman.edu>
Thank you for your inquiry about using the High
Achievement Environment Scale from our Leading for
Excellence: A Twelve Step Program To Student Achievement
book. Consider this response approval to use that scale for
your survey instrument.

Doug
Doug DeVore, Ed.D.
Professor
Organizational Leadership
BUIRB Chair
ddevore@brandman.edu
www.brandman.edu
Contact Information:
T: 623.293.2421 | Fax: 623.218.9030
15624 W. Roanoke Ave
Goodyear, AZ 85395
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APPENDIX C
CA Dashboard Orange County
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APPENDIX D
CA Dashboard Riverside County
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APPENDIX E
Invitation Letter

Date: September 10, 2019
Dear Potential Study Participant:
I am a doctoral candidate at Brandman University researching towards the doctorate in
Organizational Leadership. I am part of a team conducting research to determine the degree of
importance for twelve specific principles of leadership. In addition, this research will explore
and describe the leadership strategies used to implementing these twelve leadership principles.
I am asking for your assistance in the study by participating in an interview which will take from
45-60 minutes and will be set up at a time that is convenient for you. If you agree to participate
in an interview, you will be assured that it will be completely confidential. No names will be
attached to any notes or records from the interview. All information will remain in locked files
accessible only to the researcher. No one from your school district will have access to the
information obtained during the interview. You will be free to stop the interview and withdraw
from the study at any time. Further, you may be assured that the researchers are not in any way
affiliated with your school district.
I am available to answer questions via telephone (949) 310-1429 or via email at
rsherloc@mail.brandman.edu, to answer any questions you may have.
Please email or call me if you are willing to consider being a part of this study. Your participation
would be greatly valued.

Sincerely,

Robert Sherlock
Doctoral Candidate Bradman University in Organizational Leadership
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APPENDIX F
Quantitative Alignment Table
Alignment of Survey Likert Scale to Research Question 1 for 12 Step Strategies
Research question
RQ 1: What is the degree of
importance for the twelve step
principles proposed by Harvey, Drolet
and DeVore (2014) to create a K-12
school environment that fosters high
student achievement as perceived by
public school elementary
superintendents.

Descriptors for 6 Point Likert Scale

1.

Strong Leadership

Establish a clear vision for the organization
Develop and adhere to goals that focus on student
achievement
Encourage the good ideas of others
Do the right thing (versus doing things right)
Use collaboration
Manage the relationships of the institution

2.

Culture of High Achievement

Turn a toxic environment around
Establish trust
Make people want to be there
Use norms
Use artifacts, heroes, and stories
Know my staff members' stories and honor them
Celebrate
Use joy

3.

Vision and Values

Have high achievement as a goal
Establish Common Team Values
Do strategic planning
Have all constituents buy-in to the values

4.

High Expectations

Lower Student Expectations
Higher Student Expectations
Give support for high expectations
Have a high achievement environment

5.

Love and Passion

Love the people I work with
Love the work
Practice skills of love
Focus on the Positive in Others
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6.

Focus on Learning and
Academic Rigor

Make student learning the chief responsibility of
everyone
Set high expectations for learning
Define rigor
Demand rigor
Support rigor

7.

Embedded Professional
Development

Establish technology
as a focus for professional
development priorities and goals
See professional development as an intensive, ongoing
and connected practice
Align professional development with school
improvement priorities and goals
Use school based coaching to enhance professional
development

8.

Academic Achievement and
Assessment for the 21st
Century

Use assessment for 21st Century Skills
Employ formative assessment
Use multiple assessment
Use data over and over again
Use data assiduously to improve
Use trend data
Use a team to analyze data
Change assessments for Common Core Standards
Use criteria that are authentic

9.

Strength of Teams

Make sure I have a high functioning team
Make sure that everybody goes in the same direction
Make sure I have a role in high achievement
Attend to the personal side of teams

10. Collaboration and Shared
Decision Making

Make sure the what goes down, but the how goes up
Share the information
Use the participation to get investment success
Broaden the involvement
Implement good decision making practice

11. Communication

Use all avenues of communication
Communicate that high achievement is for all
Use two-way communication

12. Flexibility and Resilience

Behave resiliently
Practice adaptability
Practice persistence
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APPENDIX G
Qualitative Alignment Table
Alignment of Interview Questions to Research Questions for 12 Step Strategies
Research question
RQ 2: What are the leadership
strategies for implementing the twelve
step principles proposed by Harvey,
Drolet and DeVore (2014) to create a
K-12 school environment that fosters
high student achievement as perceived
by public school elementary
principals?
1. Strong Leadership

Corresponding interview questions

How do you establish a clear and effective vision for
your organization that is focused on increased student
achievement and encouraging the good ideas of others?
How do you establish with members of your

2. Culture of High Achievement organization that high student achievement should be a
priority?

3. Vision and Values

Please share with me how you worked with your team
to develop an organizational vision and common values
that foster high student achievement?

4. High Expectations

What does “high expectations” look like in a successful
school, and how do you establish and maintain them?

5. Love and Passion

6. Focus on Learning and
Academic Rigor

Can you please share with me how you stay
intentionally committed to connecting and relating to
your team?

Focus on learning and academic rigor is a way to
establish a set of defined standards for increased
student achievement. Can you please share what you
do to promote student achievement?
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7. Embedded Professional
Development

8. Academic Achievement and
Assessment for the
21st Century

9. The Strength of Teams

10. Collaboration and Shared
Decision Making

There is research to support that embedding
professional development into the teacher’s day-to-day
teaching practice can enhance teachers’ contentspecific instructional practices with the intent of
improving student learning. How do you ensure the
professional development provided to teachers aligns
to the goal of increasing student achievement?
There is evidence that data driven decision making can
support increasing student achievement. What data do
you use to support your decision making focused on
academic achievement?

Teams of individuals who work cohesively have the
ability to achieve a common goal. As the leader in
your organization, what are some practices you have
used to strengthen teams?
School leaders who involve the school community in
shared decision making are able to impact student
achievement. How do you foster collaboration with
staff, families, and other key stakeholders in the
school’s decision-making processes?

11. Communication

Educational leaders who have open conversations with
teachers and other stakeholders can have a positive
impact on student achievement. Can you share some
examples of how you engage your stakeholders to help
increase student academic outcomes?

12. Flexibility and Resilience

Having an open mind helps leaders solve problems
effectively. However, one must also know when to
stay the course. Can you give some examples when
you needed to adapt your leadership style to support
changing school or district goals?

236

APPENDIX H
Survey Instrument
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APPENDIX I
Interview Questions and Probes

Thematic Interview Protocol
My name is _______________ and I am the district coordinator of STEM in Saddleback
Valley USD. I’m a doctoral candidate at Brandman University in the area of
Organizational Leadership. I’m a part of a team conducting mixed methods research to
determine the degree of importance for twelve specific principles of leadership (strong
leadership, establishing a culture of high achievement, vision and values, high
expectations, love and passion, focus on learning and academic rigor, embedded
professional development, academic achievement and assessment, the strength of teams,
collaboration and shared decision making, communication, and flexibility and resilience)
as well as explore and describe the leadership strategies used to implementing these
twelve leadership principles, as proposed by Harvey, Drolet and DeVore (2014) to create
a K12 school environment that fosters high student achievement as perceived by assistant
superintendents of curriculum and instruction This is study is about the degree of
importance of each of the twelve leadership principles and the strategies leaders employ
to implement these leadership principles in order to develop a high-achieving school.
Our team is conducting approximately 35 interviews with leaders like yourself. The
information you give, along with the others, hopefully will provide a clear picture of the
thoughts and behaviors that exemplary leaders use to create a high-achieving school
culture that fosters high student achievement within their organizations and will add to
the body of research currently available.
Incidentally, even though it appears a bit awkward, I will be reading most of what I say.
The reason for this to guarantee, as much as possible, that my interviews with all
participating exemplary leaders will be conducted pretty much in the same manner.
Informed Consent (required for Dissertation Research)
I would like to remind you any information that is obtained in connection to this study
will remain confidential. All of the data will be reported without reference to any
individual(s) or any institution(s). After I record and transcribe the data, I will send it to
you via email so that you can check to make sure that I have accurately captured your
thoughts and ideas.
Did you receive the Informed Consent and Brandman Bill of Rights I sent you via email?
Do you have any questions or need clarification about either document?
We have scheduled an hour for the interview. At any point during the interview you may
ask that I skip a particular question or stop the interview altogether. For ease of our
discussion and accuracy I will record our conversation as indicated in the Informed
Consent.
Do you have any questions before we begin? Okay, let’s get started, and thanks so much
for your time.
_______________________________________________________________________
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Note: Do not share the probe with interviewees; it is used only if you deem it necessary.
The final interview protocol you share with interviewees only contains the main interview
questions for each element.
Strong Leadership
Question:
How do you establish a clear and effective vision for your organization that is focused on
increased student achievement and encouraging the good ideas of others?
Probe:
If possible can you share an example or two of how you use your organization’s vision
and goals to promote a climate of high student achievement.
Culture of High Achievement
Question:
How do you establish with members of your organization that high student achievement
should be a priority?
Probe:
As you consider all the leadership work you have done with your team, what would you
identify as the most valuable strategy or strategies you employed as a leader to develop
and establish a culture of high achievement with your team members?

Vision and Values
Question:
Please share with me how you worked with your team to develop an organizational vision
and common values that foster high student achievement?
Probe:
Do you have a plan for assuring new members to the team will become familiar with the
established vision and values statement?

High Expectations
Question:
What does “high expectations” look like in a successful school, and how do you establish
and maintain them?
Probe:
How do you communicate and maintain high expectations to the different levels of
stakeholders (students, parents, staff, community?)
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Love and Passion
Question:
Can you please share with me how you stay intentionally committed to connecting and
relating to your team?
Probe:
Can you share an experience when you were aware of the personal needs of someone on
your team and how that helped you to maintain that personal relationship?
Focus on Learning and Academic Rigor
Question:
Focus on learning and academic rigor is a way to establish a set of defined standards for
increased student achievement. Can you please share what you do to promote student
achievement?
Probe:
Can you share some ways you encourage others to promote a focus on learning and
academic rigor?
Embedded Professional Development
Question:
There is research to support that embedding professional development into the teacher’s
day-to-day teaching practice can enhance teachers’ content-specific instructional
practices
with the intent of improving student learning. How do you ensure the professional
development provided to teachers aligns to the goal of increasing student achievement?
Probe:
Can you share how professional development to your staff has directly impacted your
district’s vision and goals in regards to increasing student achievement?
Academic Achievement and Assessment for the 21st Century
Question:
There is evidence that data driven decision making can support increasing student
achievement. What data do you use to support your decision making focused on
academic achievement?
Probe:
Can you provide an example of how data was used to support decision making focused
on increasing student achievement?
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The Strength of Teams
Question:
Teams of individuals who work cohesively have the ability to achieve a common goal.
As the leader in your organization, what are some practices you have used to strengthen
teams?
Probe:
How do you support teams who are struggling?
Collaboration and Shared Decision Making
Question:
School leaders who involve the school community in shared decision making are able to
impact student achievement. How do you foster collaboration with staff, families, and
other key stakeholders in the school’s decision-making processes?
Probe:
What do you do to ensure that key groups are represented when making decisions to
support high student achievement?
Communication
Question:
Educational leaders who have open conversations with teachers and other stakeholders
can have a positive impact on student achievement. Can you share some examples of
how you engage your stakeholders to help increase student academic outcomes?
Probe:
How has your approach to communication changed over time?
Flexibility and Resilience
Question:
Having an open mind helps leaders solve problems effectively. However, one must also
know when to stay the course. Can you give some examples when you needed to adapt
your leadership style to support changing school or district goals?
Probe:
What are some strategies you use to encourage people to stay the course even during
difficult times.
“Thank you very much for your time. If you like, when the results of our research
are known, we will send you a copy of our findings.”

248

General Probes for extracting more information to be used during the interview when
you want to get more info and/or expand the conversation with them.
1. “What did you mean by ……..”
2. “Do you have more to add?”
3. “Would you expand upon that a bit?"
4. “Why do think that was the case?”
5. “Could you please tell me more about…. “
6. “Can you give me an example of …..”
7. “How did you feel about that?”
8. What would that look like?
9. How did others respond to that?
10. How has your approach changed overtime?
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APPENDIX J
Feedback Questionnaire

Survey Feedback by Field Test Participant
We students at Brandman University so appreciate your help in our designing the best survey
we can. Your participation is crucial to the effort.
Below are some questions that I would appreciate you answering after completing the survey.
Your answers will assist me in refining both the directions and the survey items. This will allow
me to make edits to improve the survey prior to administering to all of the potential study
participants.
You have been provided with a paper copy of the survey, just to jog your memory if you need it.
Thanks so much.
1. How many minutes did it take you to complete the survey, from the moment you
opened it on the computer until the time you completed it? _________________
2. Did the portion up front that asked you to read the consent information and click the
agree box before the survey opened concern you at all? _______
If so, would you briefly state your concern __________________________________
_____________________________________________________________________
3. Was the Introduction sufficiently clear (and not too long) to inform you what the
research was about? ______ If not, what would you recommend that would make it
better? ______________________________________________________________
_____________________________________________________________________
4. Were the directions clear, and you understood what to do? _______
If not, would you briefly state the problem __________________________________
_____________________________________________________________________
5. Were the brief descriptions of the 6 choices prior to your completing the 61 items clear,
and did they provide sufficient differences among them for you to make a selection?
______ If not, briefly describe the problem_________________________________
____________________________________________________________________
6. As you progressed through the 61 items in which you gave a rating of 1 through 6, if
there were any items that caused you say something like, “What does this mean?”
Which item(s) were they? Please use the paper copy and mark those that troubled you?
Or if not, please check here: _______
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APPENDIX K
IRB Application and Approval
9/20/2019

Brandman University Mail - BUIRB Application Approved As Submitted: Robert Sherlock

Robert Sherlock <rsherloc@mail.brandman.edu>

BUIRB Application Approved As Submitted: Robert Sherlock
1 message
MyBrandman <my@brandman.edu>
Fri, Sep 20, 2019 at 3:18 PM
Reply-To: webmaster <webmaster@brandman.edu>
To: "rsherloc@mail.brandman.edu" <rsherloc@mail.brandman.edu>
Cc: "Devore, Douglas" <ddevore@brandman.edu>, buirb <buirb@brandman.edu>, "Smith Salazar, Vikki"
<vsmithsa@brandman.edu>
Dear Robert Sherlock,
Congratulations, your IRB application to conduct research has been approved by the Brandman University Institutional Review
Board. This approval grants permission for you to proceed with data collection for your research. Please keep this email for your
records, as it will need to be included in your research appendix.
If any issues should arise that are pertinent to your IRB approval, please contact the IRB immediately at BUIRB@brandman.edu. If
you need to modify your BUIRB application for any reason, please ﬁll out the "Application Modiﬁcation Form" before proceeding
with your research. The Modiﬁcation form can be found at the following link: https://irb.brandman.edu/Applications/Modiﬁcation.pdf.
Best wishes for a successful completion of your study.
Thank you,
Doug DeVore, Ed.D.
Professor
Organizational Leadership
BUIRB Chair
ddevore@brandman.edu
www.brandman.edu

https://mail.google.com/mail/u/0?ik=f17ac9d6d9&view=pt&search=all&permthid=thread-f%3A1645234546795355331&simpl=msg-f%3A1645234546795355331
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APPENDIX L
Certification of Completion

The National Institutes of Health (NIH) Office of Extramural
Research certifies that Robert Sherlock successfully completed
the NIH Web-based training course "Protecting Human Research
Participants."

Date of Completion: 05/16/2018

Certification Number: 2818184
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APPENDIX M
Informed Consent Form
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APPENDIX N
Research Participant’s Bill of Rights

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment,
or who is requested to consent on behalf of another, has the following rights:
1.

To be told what the study is attempting to discover.

2. To be told what will happen in the study and whether any of the procedures,
drugs or devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may
happen to him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the
benefits might be.
5. To be told what other choices he/she has and how they may be better or worse
than being in the study.
6.

To be allowed to ask any questions concerning the study both before agreeing to
be involved and during the course of the study.

7.

To be told what sort of medical treatment is available if any complications arise.

8. To refuse to participate at all before or after the study is started without any
adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to
be in the study.
If at any time you have questions regarding a research study, you should ask the
researchers to answer them. You also may contact the Brandman University
Institutional Review Board, which is concerned with the protection of volunteers in
research projects. The Brandman University Institutional Review Board may be
contacted either by telephoning the Office of Academic Affairs at (949) 341-9937 or by
writing to the Vice Chancellor of Academic Affairs, Brandman University, 16355 Laguna
Canyon Road, Irvine, CA, 92618.

Brandman University IRB

Adopted
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November 2013

